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Abstract:
This Action Research project was conducted from October 2021 to May of 2022 during
which I spent two terms as a student teacher for an 8th English Language Arts class, a 10th Grade
ELA class, and a mixed grade Drama elective. In this project, I primarily explore the meaning of
multimodal literacy as it relates to my content areas. I also examine my practice when it comes to
culturally responsive pedagogy, and the development of group leadership skills.
Through analysis and reflection of pedagogical artifacts, I have acknowledged the
strengths and weaknesses in my own planning and performance of my lessons. This process has
informed and developed my views on multimodal literacy, culturally responsive pedagogy, and
the development of group leadership skills in my content areas.
I conclude that I have made my lessons with consideration to the framework of this study
for the most part. However, there are several shortcomings and missed opportunities in my
lesson planning. I must keep researching these topics to inform my views and develop my
practice of literacy instruction to incorporate more modalities. I must also do what I can to
maintain positive rapport with my students while I seek to understand them individually and
culturally in order to find the best way for them to benefit from my pedagogy. I also conclude
that I must continue to develop my understanding of group leadership skills as they relate to
literacy to help students become positive participants in society with the tools to educate
themselves.
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Chapter One
INTRODUCTION
My Philosophy of Teaching

A great giant of aphoristic wit, Mark Twain, is credited with the wry quote “I have never
let my schooling interfere with my education.” Another quote which I think offers a solution to
the problem that Twain presents is this one from Margaret Mead: “Children must be taught how
to think, not what to think.” Twain and Mead presents the problem of education in their times,
which persist to this day. That is that education is designed primarily as a system to convey
knowledge from the wise teacher to the ignorant student. Freire (1972) called this the banking
model, in which the teacher “banks” information in the students’ minds, not giving them the
opportunity to discover and construct that knowledge for themselves.
This philosophy of education has led to numerous problems, including the myth that the
teacher is the supreme source of knowledge and is incapable of being wrong. Historically, public
education has sought to only give children the basic information they need to be successful in the
working world. During the Industrial Revolution, bosses didn’t want workers who could think
critically and come to their own conclusions. They wanted workers educated enough to perform
their duties, but not so educated that they would present a challenge to authority. Mead’s quote
points to a solution for this problem, and illustrates how education has attempted to evolve over
the decades. There is a need for critical thinking skills and the ability to teach oneself as
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pedagogical tools over rote learning and teacher-centered learning. Students must be given
specific knowledge, surely, but they must also be taught how to synthesize that knowledge and
apply it to situations in their own lives, transfer that knowledge to other subjects, and use the
skills they gain from that process to succeed and enrich their own lives and those of their
communities.
The teacher I want to be is not simply to be a dispenser of information, but one who
provides students with tools to educate themselves. I want to be a supportive presence to
facilitate learning for all students, no matter their abilities, home language, or cultural
background. I mean to say “facilitate learning” instead of simply “teach” because I believe that is
how a teacher’s job should be thought of. “Teach” is a very direct, absolute verb that calls to
mind the “banking” model that Freire (1972) maligned. It implies that students are empty vessels
with empty heads, just waiting for an older, wiser person to fill it up with good knowledge. The
truth is more complex, as students have their own unique perspectives and backgrounds that the
teacher must understand to make better connections with them and better inspire their own
learning process.
When we embrace the truth’s complexity, a new world of education opens to us. Students
must be given structure and guidance to create positive habits while also valuing each student’s
cultural background, and lived experiences. Students bring with them a variety of information
and experiences that I, as a teacher, may be completely ignorant of. Also, I know that my
students, even without the benefit of a public education, will learn something. They are, after all,
equipped with a powerful learning organ with a remarkable level of adaptability and plasticity
inside their skulls. A teacher who is only teaching then testing students for what they remember
is not putting that powerful learning organ to its best use. As a teacher, I must guide students
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toward becoming critical thinkers capable of finding and analyzing information for themselves as
they become adults participating in society.
Through my education in this program here at WOU, I have come to see learning in a
more complex and realistic way than I had when I was young. I have come to see learning as a
social and cultural process rather than purely a personal and intellectual one. I know that students
learn best when their cultural, ethnic and linguistic backgrounds are respected and integrated into
their learning process. When they feel alienated, some students simply learn that they don’t like
school, or that the work they do is boring or too challenging, so they don’t engage with it. I
would like to be a teacher that can prevent alienation and help unify students across cultures and
language barriers.
While I will be teaching my students about the wonders of the English language and the
art of theater, they will be teaching me what it means to be them. I shouldn’t fall into the regular
traps of thinking about students and perceive them badly for circumstances that are beyond their
control. There is always a reason for the way students behave. Challenging student behavior can
never really be explained with simple ideas like they’re trying to be difficult, or simply that they
are a “bad kid.” Those labels should be rejected because they ignore the complexities of
students’ lives, and they don’t help teachers teach effectively. Usually, they end up doing the
opposite. Teachers should do everything they can to find the way to understand their students as
individual human beings by developing rapport with them. Teachers should also respect and
incorporate into our curriculum the entirely human desire to play, since we know that forms of
play can contribute to learning (Vygotsky, 2016).
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If our society was a human body, education would be the heart. The work teachers and
administrators do is vitally important to the health of our society. Students leave school and enter
the world bringing the positive and negative habits they have learned, influencing and affecting
the quality of our society, much as the heart pumps blood and supports the function of the rest of
the body. School is where we learn who we are and how we fit into our society, for better or
worse. As teachers, we have an outsized influence on people’s lives. The students will carry our
influence with themselves as they mature, and they often internalize any value judgements
teachers offer. I remember things my teachers have said to me from decades ago; these
comments have shaped my idea of myself to both positive and negative effects. I remember
emotional outbursts from teachers during tense classroom situations, including yelling,
screaming and threats that couldn’t realistically be carried out. Teachers should be mindful that
they are working with impressionable young people who do not have the life experience or
perspective they have, and that students deserve grace. They deserve to be seen as developing
human beings, not as problems. My philosophy includes the tenet that every student has the
capacity to walk in and be a model student, no matter what their past behavior might lead me to
believe about who they are.
The nature of teaching is one of constant change: we must evolve with technology, with
social changes and political policy changes, political drama and pandemics. In recent decades, a
trend has emerged to address social problems through education. Social justice has been a major
focus in scholarship, current events and especially activism throughout the world in recent years.
A large number of high-profile incidents have highlighted how imperative the movement for
social justice is, including the murder of George Floyd at the hands of police. I feel strongly that
social justice must be an integral part of education. We should be raising future citizens who are
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committed to informed debate and who believe all people must have equity under the law and
within society. Teachers can play a large role in this regard. We can help students examine and
challenge the social structures which perpetuate inequity on the basis of race, or we can do
damage with our own unaddressed cultural and racial biases. Humility, continuing eduction and
reflection are central to this process. I can’t claim to be free of biases, since I am a product of my
culture. However, I do promise to always do the work of investigating my biases, especially
when they are pointed out by another person. I cannot be so arrogant as to assume I am free from
hidden bias. Of course, we must also follow the law, even when the law is unjust, bans books, or
targets certain communities or subjects. This hypothetical situation would challenge my
education philosophy. In these cases, I should be mindful of the words of Melanie Landon-Hays,
who says in the face of unfair policies, teachers should be “creatively compliant and selectively
defiant.” I want to be a teacher who can follow the law and follow my principles without having
to compromise one for the other. If the situation presented to me forces me to compromise my
integrity as a teacher, my intention is not to abandon my philosophy or compromise my
principles. If it comes to this, I can resign, keep my integrity, and find work that allows me to
make more positive contributions.

My Education Experience
My own experience as a child with education involved public schooling throughout, aside
from kindergarten and most of my first-grade year. In those years, I attended a Catholic school
before my family moved from Spokane to Marysville, Washington. I have few memories of that
Catholic school experience beyond the uniforms and the highly structured nature of it. Most of
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my memories came from the public schools of Marysville. Marysville at that time was a small
town, but highly dependent on the economy of Everett, which was the nearest town. Many
residents of my town worked at Boeing factory there. The environment was very much bluecollar, and the political culture was mixed but generally leaned conservative.
In this suburban environment, I was exposed to all kinds of people, but most of the
students fell within the range of middle class to lower middle class. It was mostly white, with a
small but significant population of both Latinx and Asian students. I never wanted for much, and
my middle-class life coupled with my identity as white afforded me a kind of privilege. I saw
things from the perspective of a descendant of European immigrants. Growing up, I got
messages from every direction glorifying the colonization of this continent. Oftentimes, these
messages portrayed the Indigenous people who were displaced in a negative light, or as
unfortunate collateral damage of an ultimately just migration into mostly uninhabited land. I
internalized this view of history as it relates to our nation, but I eventually began to challenge it
once I started maturing intellectually in my high school years. Thanks to some very good
teachers, I eventually came to challenge my most harmful and deeply embedded views on race
and culture in America. I’ve been lucky enough to have teachers who modeled for me both the
best ways to be a teacher, and the worst ways. I have had teachers who made me feel capable and
full of potential, but I have also had teachers who have diminished my self-esteem and seemed to
make their class more about themselves than about their students. I hope that, even when the job
of teaching is hard on me, I can still create lessons that help students realize and reach their
potential.
Among the more influential teachers I’ve had, Mr. Bruce Campbell stood out the most.
The fifth-grade class I was in that he taught allowed for considerable student direction. At the
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beginning of the year, he asked the whole class to make a list of things we wanted to learn.
Everyone got to suggest items to put on the list, and as we went through the year, we revisited
our list and crossed off things we had studied in one way or another. This was a very concrete
way for me and my peers to see the value in setting goals for ourselves and following through on
them. He also showed us that he respected our desire to learn, and he went out of his way to
indulge our curiosity. Mr. Campbell allowed us to make a presentation every month on any
subject of our choosing. He approved our project proposals, and through those assessments, we
students were able to study some of the subjects we had listed at the beginning of the year. He
acted as a guide, helping us research and conceive of our presentations. Beyond that, the process
and presentation was up to us. We could write a paper, perform a skit, or make an informational
poster, to offer a few examples. The only limit was our imagination. The freedom allowed me to
explore my curiosity, while also learning valuable research, communication and presentation
skills. This free-form model with enough structure to allow students to explore and grow is
something I would like to emulate however possible. I remember my views on race in America
challenged in significant ways through my education in that class as well, which provided me
with a much-needed perspective adjustment. I hope to do the same for my students with
curriculum devoted to a design based on my antiracist white identity, and a well-developed
practice of culturally relevant pedagogy.
Gloria Ladsen-Billings (1995) defined what she called “culturally relevant pedagogy” as
a tool to allow students to learn within the contexts of their culture. My hope is to find ways to
adapt my lesson plans to students by making small changes every year as new students arrive.
Since each year will bring me a slightly different mix of attitudes and cultural influences among
my students, I should be adaptable and not get too comfortable teaching a lesson exactly as I’ve

8

planned. This need for cultural relevancy is particularly important in my fields. As a future
teacher of both English language arts, and theatre, I see my job as something of a cultural
ambassador. I will be instructing my students on the essence of the humanities, which is where
students will engage with the timeless art of storytelling. Through stories, students can put
themselves inside the experiences of others and learn a bit about life outside of their experience.
They can learn about real-world issues or explore a fantasy world. Regardless of the way they
engage with it, I will be responsible for introducing them to the way people express themselves
with language, movement and design. My focus on teaching these subjects will be to show the
students, unflinchingly, what the world around them is, and to help them express their own views
of the world. I will constantly strive to create a classroom that is equitable, respects and
welcomes differing perspectives, and incorporates students’ unique identities into the creation of
my lessons. I will aim to form a personal relationship with each of my students so that I am
familiar with their families, their likes and dislikes, their values, and ambitions to the best of my
ability. I will encourage them to bring pieces of their personalities and lives to the assessments
that I design, so they can always make some kind of connection to their own story, their home
cultures, and the subject we are studying.
I have spent many years wondering about my purpose and deciding which career will suit
me. Now I have found my way to teaching, indirectly and much later in life than most people
begin, but I think my age and life experience will help me. I am glad I did not rush into this
profession when I was younger. I have worked a lot on my perspective and developed my
identity in the years since I received an undergraduate degree. I might have burned out long ago
if I became a teacher at a younger age. This timing gives me more life experience to draw from,
and a more secure sense of self. I am excited to begin. There is still a lot of work I must do to
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instill within myself the values I hope to embody, and develop the strategies I should adopt to
achieve them.

My Philosophy Goals and the InTASC Standards
Upon entering the teaching field, I didn’t quite know how to feel about state education
standards. At first glance at Oregon State standards, they seem overly general. Many of the
lessons I can think to create will end up meeting these broad and vaguely worded goals students
are supposed to have the ability to do. As I have progressed through this program, I have seen
standards as valuable guides which allow me to justify the content of my lesson plans. Of course,
there is no single measurement that a standard can apply for a diverse group of students, but state
standards do help me as a teacher to ensure my lessons have a clear vision and direction. The
InTASC standards are very different from state standards in their scope and focus.
What I appreciate about the InTASC standards is their focus on the teacher. It is
undoubtedly valuable to make sure students are making progress toward general academic goals.
However, the InTASC standards ask the teacher to develop their understanding of their
profession, and their students. This seems to me a very useful framework around which to
develop my habits as a teacher. I find the InTASC standards to be a comprehensive guide to
everything a teacher should be mindful of as they interact with students from year to year. I will
use it as a regular reference to reflect on my successes and failures in my classroom over the
coming years. When trying to conceive of what my own goals would be for my teaching
practice, I found that many of the ideas I came up with were already covered in InTASC. With
these standards fresh in my mind, I was better able to construct my goals for my teaching. I want
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to be a teacher who is mindful and knowledgeable enough of cultural differences to utilize them
in my teaching.

Conclusion
As I move forward into a career in education, I see a world in turmoil, presented with
challenges never seen before: climate change, continued forms of discrimination, damaging
levels of wealth accumulation among a small number of individuals who are becoming more
powerful that the governments of large nations. What I see missing from our society is a sense of
communal citizenship. We are lacking the literacy and intellectual discretion to discern between
good information and propaganda designed to manipulate our emotions. We have a shortage of
people with true integrity in positions of leadership.
As an educator, I want to help students to become responsible citizens in this supposedly
democratic nation. I will be the kind of teacher who can inspire young students to challenge the
assumptions they have made and work towards the world we all deserve. I want to be the teacher
that students remember long after they’ve finished taking my classes. Rather than empower
students, I want to help students to empower themselves. As I become a teacher, I want to
explore these three questions: What instruction strategies can I use to help diverse students
develop their skills in regard to multimodal literacy? To what degree is my instruction culturally
responsive and encouraging of positive relationship building? What instructional strategies
related to English Language Arts and Drama best enable students to build group leadership
skills?
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Chapter Two
LITERATURE REVIEW

Purposes and Objectives for the Literature Review
My purpose in this review of the research was to discover how teachers and researchers
have looked at effective teaching and teacher growth in their discipline. I searched for research
on culturally responsive teaching within the context of literacy. I feel it is important for students
to connect their home culture with learning about what it means to be a literate citizen in a
democratic nation. As I searched, I began to see a familiar theme emerge. Literacy is commonly
referred to as an important skill for effective participation in a functional democratic society. I
prioritized searching for studies on literacy instruction techniques across subject areas. I began to
see literacy as a vital skill for all students to learn no matter what life path they take. Because I
will be teaching English language arts and Drama, I also looked for studies that explored
research on effective strategies for those subjects. As literacy became my primary focus, I
searched for studies focusing on literacy instruction strategies within these subjects.
This literature review addresses my acquired knowledge of these concepts, which will
serve as a foundation for my understanding as I reflect on my teaching. With this understanding,
I will set goals and grow as a teacher. I especially looked for research that gave examples of how
effective teaching looks in a classroom. Application of this research was an essential part of
building my own knowledge base for this project.
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Procedures for the Literature Review
I selected literature for this review based on several specific criteria. Research on
effective teaching strategies was included if it contained any of the following descriptors: teacher
characteristics, teacher attitudes, cooperative learning, literacy, vocabulary, educational
strategies, and teacher methods. This search yielded more than 1600 relevant articles. In order to
narrow my findings and make them more specific to this research project, I then focused my
review efforts on articles that discussed specific techniques and strategies. After that, I looked for
articles that supported sub-themes that emerged from the major articles in my literature review.
These sub-themes are: 1) citizenship and culturally responsive pedagogy 2) strategies for literacy
education, and 3) best practices in English Language Arts and Drama pedagogy. For these subsections, I initially searched the EBSCO database for articles that met the keyword criteria listed
above, along with conducting a search for books in the data base of the Hamersly Library at
Western Oregon University. After finding these books and articles, I searched their reference
lists as sources to find additional related articles and books.
In order to integrate the literature review, I developed a coding protocol and
corresponding separation of research into the major themes: culturally responsive teaching,
literacy strategies, and ELA and Drama pedagogy. I read each article to determine how it fit
within these broad thematic categories, and then, through a process of reading and re-reading for
salient features of each study, I determined the subheadings in the literature review. My intent
was to start with a broad treatment of each theme and then to systematically reduce general
understandings of culturally relevant pedagogy and citizenship, literacy instruction and ELA and
Drama pedagogy to a more specific understanding of how these themes are present in research
about effective teaching strategies.
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Part I: Culturally Responsive Teaching and Citizenship
I chose to examine the concept of citizenship in a democratic nation through the lens of
culturally responsive teaching. What it means to be a citizen in the United States, as well as who
is considered a legitimate citizen, has been a constant subject of controversy in the cultural
landscape, both historically and presently. I felt this was an important subject to research in light
of the cultural climate of the nation at this time.
Critical Race Theory and Citizenship
I found many articles exploring culturally responsive teaching and citizenship through the
lens of Critical Race Theory (Ladson-Billings & Tate, 1995, Powers 2007, Weinstein et al, 2004,
Delgado & Stefancic, 2017, Utt & Tochluk, 2020). This theory is useful to understand when
considering the nature of citizenship, since the debate over who gets to participate in the power
that American citizenship grants has historically been tied to the nebulous concept of race. CRT
has become a flashpoint in the media recently, but most critics of the theory do not correctly
define it, and thus do not fully understand it.
In the article “Toward a Critical Race Theory of Education”, Ladson-Billings & Tate
(1995) brought the idea from the realm of legal theory to that of education and set off a scholarly
movement that continues to this day. They maintain that race is a social construct without a basis
in any discernable logic and that race has largely remained untheorized. They made three
assertions that form the foundation of Critical Race Theory in education. The first two tenets are
that race is a significant social force in the United States, and that property rights have always
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been more important than human rights in this nation. The third is that both factors, race and
property, examined in conjunction, can help us understand the nature of continued inequity
today. Historically, the access to and possession of property has directly related to power and
social standing. Historic racial policies, as well as historic and present-day social racism, created
and maintained barriers that affect people today (Ladson-Billings & Tate, 1995).
In their survey of literature about Critical Race Theory, Powers (2007) agrees that race
remains significant, and also addresses the concept of intergenerational wealth. People of color
are less likely to own their own home, or to own homes which are likely to appreciate in value
significantly. Powers (2007) goes on to identify a neoliberal philosophy of colorblindness, which
is advocated by both sides of the political spectrum, as a contemporary way to deny the legacy of
structural racism, and its manifestation today. This idea is born out of a belief in rugged
individualism, espousing the claim that since racial barriers have been removed from society on
a legal level through the passage of civil rights amendments, everyone is now equal and has the
same opportunity to improve their life. The problem with the color-blind paradigm is that it
cannot account for the great disparity in wealth along racial lines and does not consider the
problem of intergenerational wealth which reveals the legacy of historical inequity (LadsonBillings & Tate, 1995, Powers, 2007).
Culturally Responsive Pedagogy
Since Ladsen-Billings (1995) described the concept of culturally relevant pedagogy,
many scholars have sought to expand this concept, or to reframe it for specific groups of
students. All students benefit when their identities are respected and their cultures are integrated
into the pedagogy (Ladsen-Billings, 1995, Weinstein, Tomlinson, & Curran, 2004). Teachers
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must do a lot of personal work to achieve this goal of cultural integration. Recognizing one’s
own biases as a teacher is integral to enacting culturally responsive classroom management.
White teachers like me must find enough humility to realize that we are not perfect, and that we
have received biased messages about other cultures through our lifetimes. Recognizing one’s
own cultural and racial biases and developing multicultural competence is the biggest step
toward culturally responsive teaching (Weinstein, Tomlinson-Clarke & Curran, 2004).
Utt and Tochluck (2020) offer six areas for personal development for White teachers.
These are as follows: First is contact, in which one is oblivious to racial definitions in society,
and then first becomes acquainted with the concept. Second is disintegration, when one first
acknowledged their white identity. Third is reintegration, in which the white identity is
idealized, and people of color are denigrated. Fourth is pseudo-independence, characterized by
an acknowledgement of the racial identities of others around oneself. Fifth is
immersion/emersion, which is the stage in which one intellectually appraises one’s white racial
identity and honestly evaluates the nature of racism. The final step is autonomy, which is
characterized by the acceptance of one’s multicultural identity with a non-racist white identity at
its core. The authors state that each white person progresses through these stages even without
realizing, and that not everyone reaches the final stage. Awareness of the stages, and a conscious
process of progressing through these steps can help white teachers divest from the privileges
inherent in the social identity of whiteness and adopt an anti-racist white identity. The teachers
can then use that personal development to inform their pedagogy and their classroom
management practices, helping protect and enhance their students’ cultural and personal identity.
They state that it is possible to create a white identity which is separate from the historical use of
whiteness as a means to maintain supremacy over people of color (Utt and Tochluck, 2020).
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The concept of citizenship has often appeared alongside culturally relevant pedagogy.
Kulkarni and colleagues (2020) sought to understand how teachers can promote democratic
values during times of political uncertainty. Other authors express how teachers can network
together in order to promote democracy in a turbulent political climate. One study in particular,
from Leggett & King-Reilly (2020), discusses how to promote good citizenship in the face of the
recent proliferation of “fake news,” or unreliable sources designed to manipulate the reader
intellectually and emotionally. They advocate for a skill, which they refer to as “critical media
literacy”. This critical thinking skill is regarded as a necessary skill for a functional democracy
(Leggett & King-Reilly, 2020). Maintaining these skills is a challenging task in the face of a
rapidly changing digital reality. Social media has changed the nature of citizenship through new
platforms for civic involvement and debate such as Facebook and Twitter (Pangrazio & SeftonGreen, 2021).
The question of what makes a “good” citizen has been a significant one since the dawn of
civilization, but more recently, the question has been examined through the context of
democracy. Many scholars link citizenship with being literate, informed and concerned with the
well-being of their fellow citizens. Westheimer and Kahne (2004) identify three kinds of
citizenship. These are the personally responsible citizen, the participatory citizen, and the
justice-oriented citizen. While all three forms of citizenship are valuable to a democratic society,
the authors point out that personal responsibility, including such things as paying taxes and
obeying the law, are things that both democracies and dictatorships ask of their citizens, so the
personally responsible citizen is not required for the maintenance of a democracy. The
participatory citizen actively engages to improve their community. They may volunteer or donate
to charity. They are concerned with the well-being of others and work to support those in need.
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However, only the justice-oriented citizen is concerned with identifying and rectifying the
sources of suffering and injustice. The authors conclude that while all three types of citizens are
necessary for a healthy society, the justice-oriented citizens are required for a nation to be a truly
democratic one. This theme of responsible citizenship embedded in instruction is echoed in other
texts (Lee & Goldman, 2015, Baz, 2020, Kulkarni, Stacy & Kertyzia, 2020, Pangrazio & SeftonGreen, 2021).
Digital Citizenship
Through the readings, there was revealed a form of citizenship which is still new and
changing rapidly: digital citizenship is defined as a civic right to participate in society using
digital media for all forms of expression (Pangrazio & Sefton-Green, 2021). The authors make
the assertion that the digital age requires people to come to terms with serious existential
questions concerning how they express themselves in society, and how they use digital tools.
Teachers are advised to embed digital literacy instruction into their lesson plans, and educate
themselves on the current state of digital technology (Hicks & Hawley Turner, 2013). The
concept of digital citizenship has broad implications for education, as schools adopt more and
more technological tools and become more adapted to the digital age than ever before. Given its
emergent status, this concept is rapidly changing the experience of young people, and scholars
urge teachers to develop an understanding of digital literacy as digital forms of communication
become the most dominant ones in society (Leggett & King-Reilly, 2020, Pangrazio & SeftonGreen, 2021, Hicks & Hawley Turner, 2013).
Connecting with Homes and Building Communities
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A recurring theme became evident regarding what teachers can do to connect with
students’ families, social circles, and community. Moll & Amanti (1992) write about how their
interactions with families through direct discussion in an informal environment forged a sense of
unity between the families and the teachers, and helped the teachers understand the funds of
knowledge that each student brought to the classroom.
Curry et al (2016) express the importance of understanding a family’s habits and values
regarding literacy. They go on to state that families with lower socioeconomic status may be at
risk of underdeveloped literacy compared to other families, not due to any kind of inferiority, but
because they may have literacy practices and values that differ from what the school values.
When seeking to understand a family’s home literacy habits, teachers can build positive
connections with families and utilize their support to positively motivate and challenge their
child. Importantly, teachers should avoid viewing students’ families through a deficit model
when evaluating their literacy practices. If teachers relate to parents with prejudice based on
socioeconomic status and seem as if they are trying to “fix” habits and attitudes about literacy,
the families can get the wrong message and become distrustful (Curry et al, 2016).

Part II: Effective Strategies for Literacy Education
Literacy is commonly thought of as a set of skills directly related to the ability to read
and write. The word itself derives from a Latin root litera, meaning “letter,” and historically the
word has directly related to the interpretation of the written word. However, the word has
recently been added to other forms of data interpretation. It has been expanded to encompass a
general ability to interpret and understand meaning in a variety of texts and mediums.
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Education scholars often identify literacy as a term which reaches beyond the
interpretation of the written word to encompass a set of deciphering and decoding skills for the
purpose of deriving meaning from a text in any given medium. Expanding literacy beyond its
traditional domain of the ELA classroom, many authors recognize it as a responsibility of all
teachers (Duncum, 2004, Hicks & Hawley Turner, 2013, Leggett & King-Reilly, 2020, Mayer,
2014, Baz, 2020, Curry et al, 2017).
The Multimodal Nature of Literacy
Several articles I reviewed defined the term “visual literacy” as distinct from language
literacy (Baz, 2020), (Mayer, 2014), (Brunsell, Alderton & Morris, 2021), (Kovar, Grossman, &
Usselman, 2021). Such visually-oriented skills are useful in math and the sciences when
interpreting graphs, charts and other visual displays of information (Brusnell, Alderton & Morris,
2021). However, visual literacy is also valuable for interpreting images related to literature, fine
and performing arts, and in social studies (Koval, Grossman & Usselman, 2021).
Özsoy, & Saribas (2021) express a need for all teachers to develop and refine their
understanding of visual literacy. They also emphasize the need for teachers to model critical
evaluation of media images which are increasingly ubiquitous. Students need these critical
thinking skills to be conscientious consumers and responsible media users, as well as respectful
observers of and participators in artistic expression. They call for teachers of all subjects to
utilize critical analysis of images related to their subject area to prepare students for a world that
is increasingly visually oriented. Transfer of knowledge between subjects is also emphasized as a
benefit. They state that all teachers can benefit their students using visual literacy instruction.
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Their work was heavily influenced by Paul Duncum (2003, 2004). Writing on the cusp of
the new digital age, he conceived of activities such as comparing family photos of different eras,
or allowing students to compose, take and analyze their own photographs. He also suggests
lessons devoted to analyzing images in advertising to decode the hidden messages to consumers.
Furthermore, Duncum (2003, 2004) makes the point that all disciplines are by nature
multimodal, and that each form of media – be it art, literature, nonfiction texts, or an internet
webpage – will use several different media and require many types of decoding skills. Teachers
of any subject, then, can benefit greatly from developing their visual literacy skills. He also
points out that in texts that are known for primarily one mode, such as a picture book, it is
usually another mode, such as writing, which anchors the meaning of the visuals. In short, the
picture book has less meaning and value as a work without its secondary medium, the words,
communicating meaning. Teachers should be aware of the multimodal nature of their subjects
and model their visual literacy skills for students to learn how to critically evaluate visual media
within their subject (Duncum, 2003, 2004, Özsoy, & Saribas, 2021).
Literacy is also evolving to encompass the new tools of the information age, and many
scholars point to the importance of “digital literacy” for teachers, along with proper modeling of
how to be a good online citizen (Pangrazio & Sefton-Green, 2021). Hicks and Hawley Turner
(2013) make a case for schools to embrace digital literacy instruction and expand digital tools for
both teachers and students. Profiling two schools that illustrate the digital divide between
advantaged and disadvantaged schools, they describe how a school with more financial resources
is able to afford the latest technology and integrate tech into their daily routines, enhancing
digital literacy. The schools with less funds are usually afforded older, poorer quality equipment
that provided less opportunities to develop digital literacy. This reveals a growing need for
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students to fully and equitably engage with the technology that the information age has made
essential to daily life. They also caution teachers against assuming that, since their students are
so-called “digital natives” who do not remember a time before the internet, it does not mean that
they understand the realities and potential harm of their activity online to themselves and their
communities. This sentiment is echoed with the work of Pangrazio and Sefton-Green, (2021),
who use the term digital citizenship to define a sense of civic duty not just in public life, but also
in life online. They stress that teachers should embed this concept into their digital literacy
instruction to give students a framework for proper online behavior and a sense of responsibility
for the consequences of it.
At the conjunction of visual, digital and language literacy, another form of literacy
emerges that relates to the proliferation of digital information. The ability to discern reliable
sources of information from unreliable sources of information is identified as another form. With
digital media quickly taking the place of traditional print-based media, this skill, identified as
critical media literacy, is becoming increasingly relevant for teachers to include in their
instruction (Leggett & King-Reilly, 2020). This theme connects with the theme of citizenship
explored above, as many authors identified literacy in a broad sense as key to healthy democratic
institutions (Kulkarni, Stacy, & Kertyzia, 2020, Leggett, & King-Reilly, 2020, Westheimer, &
Kahne, 2004).
Finally, there is another form of literacy, emotional literacy, which Bezzina and Camilleri
(2021) define as “the process of developing competencies on how to read and decode one’s
emotions and those of others, and to use this combined understanding to develop positive
relationships” (p. 49). This type of literacy can be developed in social contexts, including group
discussion and group projects (Bezzina and Camilleri, 2021, Bowden, 2015). Bezzina and
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Camilleri (2021) go on to detail a study they performed using an emotional literacy tool called
friendship cards. These cards describe social situations and emotions, and were successful in
allowing students to think about situations they may encounter in their day-to-day lives, helping
them to recognize and process their own emotions and the emotions of other people. Emotional
literacy is also referred to as social-emotional literacy, and characterized as involving grouporiented projects that promote social connection between students (Bowden, 2015). Bowden (2015)
also emphasized the importance of teachers improving their own social-emotional literacy in order to
better serve their students, and be able to recognize and properly respond to their emotional states.

Considering literacy from these different perspectives represents an evolving and
expanding understanding of what it is, and it also highlights its central importance as the tool we
use for understanding and interpreting the world around us. This interpretation gives it farranging and multimodal qualities not previously identified (Duncum, 2004). Even among articles
dealing specifically with literacy as it applies to written and spoken language, the applications of
literacy instruction can apply to any subject. Bromley (2007) identifies things every teacher
should know about the English language to help teachers of every subject to gain perspective on
how the English language relates to their subject.
The strategies teachers can employ in multimodal literacy instruction are numerous and
useful across many subjects. Mayer (2014) and Duncum (2003, 2004) recommend that teachers
engage students in analyzing visual media such as advertisements to determine the intent of the
presenter. Baz (2020) explains how students analyze images and political cartoons in newspapers
to deepen understanding of current events in a social studies content area.
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Zhihui Fang (2014) discusses the need for all teachers to practice literacy instruction
focused on the needs specific to their discipline. Shifting from traditional literacy instruction to
content area specific literacy is becoming more important as more research on the topic is
produced. He also points out that content area teachers and literacy specialists do not often
overlap their areas of specialization. This points to a need for the two to coordinate and benefit
from one another’s respective sets of specialized knowledge. This kind of practice, Fang (2014)
points out, allows teachers to see the connections between literacy and their area of
specialization.
Meaningful Classroom Discussions
To achieve literacy, students must derive meaning from a text. This meaning cannot
always come from an individual student, engaging with a text alone. Literacy, like all other
forms of learning, must also be constructed socially. Many authors express the importance of
discussions in various forms to build literacy skills (Bromley, 2007, Stewart & Swanson, 2019,
Gottschalk, 1994). Discussions allow students to use academic vocabulary and further refine
their understanding of it, and explore the overarching questions essential to their learning.
Duncum (2003, 2004) and Gottschalk (1994) both recommend that teachers use open-ended
guiding questions to encourage critical thought and foster interesting conversation, as opposed to
binary “right or wrong” questions. Text-based discussions are also central to Shelton and
colleagues’ (2021) ideas about improving middle school students’ reading comprehension.
Curry et al (2016) state that the conversations that occur about the text a class is reading
are just as important as the reading itself. These discussions allow students to transfer the ideas
from their reading and apply them to their lives. They work out ideas with their classmates, build
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consensus, and come to conclusions. According to Gottschalk (1994), the Socratic seminar is a
vital tool to facilitate discussion, though that term was not directly used in this article. Lynne
Tredway (1995) discusses the Socratic seminar in depth. Letting students talk about important
questions in an open forum teaches them how to use their own voices, develop their own
arguments, and consider the ideas of others. A weekly routine incorporating Socratic seminars is
recommended to encourage consistent critical thinking and build a habit of respectful debate
among students (Tredway, 1995).
Turn and talk methods are also a valuable strategy to achieve the similar results as
Socratic seminars, and has the benefit of requiring students only to engage with one other student
at a time, which may feel like a safer option for some students as opposed to talking in front of
the whole class. This also has the added benefit of allowing every student to speak and share
their own ideas, which is less likely to happen when a class wide discussion is the only form of
discussion utilized (Stewart & Swanson, 2019). In the same article they also advocate for
introducing a unit of study by using a “springboard”, which is described as a short activity or
resource which takes around two minutes to engage with. The springboard should be engaging
and represent the theme of the unit of study, or emphasize main points. They also advocate for a
short discussion after the springboard of around four minutes to cement students’ understanding
of its relevance and connection to the unit of study. Within these discussions, students should be
encouraged to share their impressions of the springboard activity or resource (Stewart &
Swanson, 2019).
The Importance of Vocabulary Instruction
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A common theme of my research in literacy was the importance of having a wide
vocabulary knowledge to students’ academic success. Knowledge of vocabulary is a strong
predictor of reading comprehension levels throughout schooling. By the time students who aspire
to attend college graduate high school, they should understand somewhere between 60,000 and
100,000 words (Swanson et al, 2017). Many authors emphasize direct instruction in vocabulary
as a way to aid this language acquisition. Bromley (2007) states that direct instruction in
vocabulary influences student comprehension “more than any other factor” (p. 533). Shelton et al
(2021) also advocate for direct vocabulary instruction for all teachers, but emphasizes the
importance of the practice within the subjects of English language arts, social studies, and
science.
Authors offer a range of concepts, programs and acronyms to provide teachers with
guidance to put direct vocabulary instruction into practice. Bromley (2007) suggests teaching
word roots from languages like Greek and Latin. She introduces word trees as a visual way to
connect students to vocabulary. A word tree is a simple illustration of a tree, with a different
word root written on each of the branches of the tree. Then, students find words with that root
within it. For example, spect is a word root from Latin having to do with sight. The tree branch
would have spect written on it, then the leaves would have words like spectator, spectacle, and
spectacular written on them.
Swanson et al (2017) recommend a passive text-based strategy for learning vocabulary
through assigning more reading. Students infer the meaning of words by relying on context of
their reading, making educated guesses, then correcting and refining their understanding. They
also recommend teachers perform their direct vocabulary instruction from the basis of
morphology. One strategy they discuss involves the study of root words from Latin, Greek and
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other languages to convey meaning and help students infer the meanings of words they may
encounter in the future. Another strategy is the use of “headwords” which clue students into the
various forms of words. A headword is a basic word that has other forms that bring the same
concept into a different context. The example they provide is that students who learn what the
word abandon means are more likely to infer meanings from its other forms like abandonment,
abandons, abandoning when they are directly instructed about headwords. When text-based
strategies and morphologically based strategies are used in conjunction, students experience
better vocabulary retention, which translates into better knowledge transfer from one subject to
another and also to overall understanding in all content areas (Swanson, Vaughn & Wexler,
2017).
Shelton et al (2021) details a literacy instruction method with the acronym PACT, which
stands for Promoting Adolescents’ Comprehension of Text. This literacy framework is
applicable to any content area, and centers around three major literacy practices. Each of these
practices has multiple steps embedded within them. The first is the “comprehension canopy”,
second is the use of “essential words”, and the last practice is a “critical reading of the text”. The
comprehension canopy refers to strategies and resources that activate prior knowledge. Within
this strategy are four steps: verbal introduction of the unit, presenting a springboard, facilitating
discussion about the springboard, and introduce the comprehension canopy question. The
question is the overarching problem or concern that the unit explores. Essential words are those
that relate to the overarching concepts of a text. Teachers are recommended to choose three to
five essential words per unit of study lasting two to three weeks. The words should connect with
the overarching themes of the central text and relate to the central questions of the unit. Lastly,
critical reading of the text refers to the main text of the unit.
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Part III: Best Practices in ELA and Drama Classrooms
My content areas, English language arts and Drama, relate to one another in several
significant ways, not least of which is language literacy. Drama also incorporates visual literacy
and technical literacy, as it incorporates both artistic and technological skills. I wanted to learn
new and effective ways to approach these subjects as a beginning teacher, so I focused on
researching specific strategies that have been shown to effectively benefit student acquisition of
the content. The practices I explore in this theme will include some overlapping concepts from
the theme above exploring methods of literacy instruction.
English Language Arts Instruction
In reading about English language arts instructional methods, it became clear that
discussion is widely seen as a vital tool in an ELA classroom. This overlapped significantly with
my research regarding literacy practices. Many authors state that discussion is a useful tool for
instruction, but some go further to describe how effective discussion techniques in the classroom
can contribute to classroom management. In building rapport and managing the ELA classroom,
many authors point to facilitating good discussion as a key to both classroom management and
engagement in critical thought (Bromley, 2007, Gottschalk, 1994, Tredway, 1995).
Gottschalk (1994) offers a comprehensive guide on how to facilitate discussions in
difficult situations. Focusing on open-ended questions and a willingness to embrace subjects that
might make some uncomfortable, this article details common conundrums for teachers when
facilitating discussions. Some students are shy and unwilling to engage in classroom discussions,
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or there might be a few students dominating the conversation and discouraging others from
participating. For these situations, the author recommends either giving shy students the job of
note keeping to get them involved, or giving talkative students such a job to keep them occupied
instead of dominating the conversation. Often there are also students who make offensive jokes:
sexist, homophobic, racist, or in some other way insensitive. She has recommended tactics for
this situation too, which include reframing the statement within a different context to illustrate
the fault in that perspective or asking the student to explain their thought process regarding the
comment, since explaining a joke can often “kill” the offensive intention and expose its intended
hurtfulness. She recommends above all for teachers to avoid losing their composure when a
student makes such jokes, since she points out that “anger is rarely an effective teacher” (p. 11).
Dramatic Arts Instruction
In their survey of drama-based pedagogy, or DBP, Lee et al, (2015) discovered
that DBP enhanced lessons and student achievement across the spectrum of content areas. Going
further, they hypothesize that “DBP may be effective because it reflects an environment in which
basic psychological needs for autonomy, competence, and relatedness are supported, which in
turn facilitates students’ adaptive engagement and persistence” (p. 5). Drama pedagogy allows
students to explore academic problems in ways that allow them to tap into their personal lives,
and as such are more interesting, engaging and academically enriching (Lee, Patall, Cawthorn &
Steingut, 2015).

While aspects of drama pedagogy can apply to and benefit all content areas, within a
drama classroom itself, teachers can play an important role in a student’s sense of identity and
sense of belonging to a community. Winn, (2012) studies how school age girls who have been
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incarcerated benefit from the practice of playwrighting to imagine different lives for themselves.
The practice is therapeutic for the girls, allowing them to explore different identities and
different life trajectories through creative writing in a dramatic form.

The Value of Improvisation Skills for Students and Teachers
In teachers, well-developed improvisational skills can increase social cohesion and help
students feel like they belong to a group, improving results of classroom management (Barker,
2019, Talhelm, 2015). In fact, these authors link practicing improv in the classroom to the
development of leadership skills among both students and teachers. Interestingly, these
improvisational leadership skills are cooperative in nature. This stands in contrast to traditional
thought about leadership as an individual quality. People with experience in improvisation
develop an ability to share leadership responsibilities with others (Gagnon, Vough & Nickerson,
2012, Mannucci, Orazi & Valck, 2021).
Lisa Barker (2019) studies how a teacher skilled in improvisational performance skills
can benefit the classroom. Noting that teaching is naturally a form of improvisational
performance, teachers can benefit from studying and incorporating the tenets of improvisational
theatre to their practice. Among those tenets are a celebration of failure, paying close attention to
others to look for “offers” from fellow collaborators, making offers, a willingness to say “yes” to
offers from fellow collaborators and cooperate towards a mutual goal. Perhaps the classroom
practice that benefits the most from improvisational skills is the art of facilitating classroom
discussion. She describes discussions as “interactive, contingent, and uncertain” (p. 45), which
are exactly the challenges improvising performers face on stage.
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Similarly, Melissa Talhelm (2015) studies the backgrounds and behaviors of three
teachers to show how experience in the art of improvisational theatre, or the lack thereof,
influences how teachers approach their instruction. She observes how teachers who see
themselves as performers bring a high level of energy to the classroom, and are generally able to
engage their students in the lessons with more ease. Students typically want to reciprocate the
energy they are receiving from the teacher, and generally are more willing to participate when
the teacher brings a dynamic and highly responsive performer’s energy to the classroom.
Adopting the tenet of accepting and affirming what is offered by fellow performers and the
audience is valuable to teachers. Students respond positively if they feel their ideas are respected,
and if their observations are considered, even if those ideas and observations don’t neatly align to
what the teacher had planned. Another important tenet for teachers to adopt is the ability to “read
the moment”, which refers to an ability to adapt lessons to classroom situations as they develop.
This allows teachers to respond positively to student comments and attitudes that are typically
seen as disruptive. The example the author gives is a situation her subject teacher experienced.
When reading The Great Gatsby in an English class, the student makes a comment about how
worthless he thinks the book is, questioning how it applies to his life today. Some teachers might
resent the disruption and act in a punitive way, but this teacher saw an opportunity to include
what he knew about this particular student into the lesson instead. Knowing this student was
interested in cars, he asked the student to read the sections that described the main character’s car
and express opinions about it. It turned out that this student was then able to connect something
he loved to the main text, and see the relevance. Improvisational skills help teachers to adapt to
challenging situations in creative and positive ways (Talhelm, 2015).
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Mannucci, Orazi and Valck, (2021) study how improvisational skills develop in an
individual over time, and how these skills build community. They do not focus on the realm of
education but since the study revolves around interpersonal skills, the paper manages to have
clear applications to the field, nonetheless. They contend that all improvisers approach their craft
with either a collaborative or competitive outlook. Those with collaborative methods are able to
interact with others in more productive ways and share leadership responsibilities with others.
Those with competitive outlooks tend to adopt more top-down styles of leadership.

Conclusion

Reading these articles informs and further develops my philosophy of education, and
gives me a set of tools with which I can improve my instruction in literacy and give students a
strong sense of what it means to be a citizen in a healthy democracy. Equity in the realm of
education means that all students should have the same access to resources and opportunity as
every other student. Being a good citizen in the United States seems to require a belief in equity.
The Pledge of Allegiance, which many students recite each morning, ends with “liberty and
justice for all.” That certainly embodies the concept of equity, even if the nation has not lived up
to this ideal. Considering all this, teachers can conclude that they shouldn’t shy away from
talking about equity and social justice. It is impossible to avoid being political since the job of
teaching is inherently political. Providing culturally responsive and relevant teaching is not a
niche concern that only applies to minorities and students of color. It applies to all students and
benefits all students.
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Noel and Shoffner (2019) identify new teachers’ concerns before and after their first year
of teaching. Before beginning their first year, teachers tend to think that possessing knowledge of
their content area is the most important factor in their teaching, but by the end of that year,
teachers’ top concerns became classroom management and building rapport among students.
This tells me that building trust and developing my persona as a teacher will be just as important
as designing relevant lessons. This rapport should be coupled with enough respect for students to
be willing to engage in the topics of the day. It is tempting for teachers, especially new teachers,
to shy away from controversy and avoid “being political”. Nieto (2006) would take issue with
this sentiment, arguing that teaching is “inherently political work” (p. 3). She also calls out
critics of concepts like “social justice” and “equity”, asserting that these ideals are not useless
sentimentalism, but instead are values residing at the core of our democracy. I concur, and will
seek to embed this concept into the curriculum. It is important for teachers to stress that
American history has been a long story of struggles for justice, from the Revolutionary War to
the Civil War and the civil rights movements of the twentieth century.
From the reading I have done, I have come to believe the best way to manage a classroom
is through culturally relevant engagement in the curriculum. Students must be shown how the
subject they are expected to engage with is relevant to their lives, and how it fits within their
culture. They need to be engaged by my willingness to entertain their thoughts, concerns and
questions. Even their attempts to sidetrack or challenge me can be used to further their education.
Literacy, in its many forms, is at the heart of what all teachers do. My role as a teacher in
English Language Arts and Drama teacher has to do directly with language literacy and visual
literacy. Drama involves many other forms of technical literacy as well, and has a need for skills
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like carpentry, costuming, and lighting among others. My subjects teach skills which are
transferable to a broad spectrum of career paths and life skills.
Education is the most important gateway toward social, financial, and political power
(Ladson-Billings & Tate, 1995). It stands to reason then that if teachers can work through
cultural barriers, reaching students by activating their cultural knowledge and respecting their
identities, then students of color will have better opportunity to access that power.
It also stands to reason that literacy skills influence student performance in other subjects,
since language is the tool we use to convey meaning in every discipline. In this information age,
it is also increasingly valuable to emphasize visual literacy and digital literacy across disciplines
as well. Students are living in a time of unprecedented access to the world in the form of images,
and their academic and professional future depends on their ability to interpret meaning through
visual mediums such as photographs, illustrations, and videos.
In a drama classroom, there are many practices that overlap with other disciplines, which
is part of the reason why drama is so applicable to other fields. Technical skills such as
carpentry, lighting and costuming are taught alongside philosophical concepts, history and
literature theory, among others. As a drama teacher, I will need to be a jack of all trades, and
gain an intermediate level of skill in many different fields. I will also need to have responses
ready for students who question the value of my subject. Arts teachers often struggle to
communicate the relevance of their subject to those who do not see its value. Students who don’t
find a passion for the performing arts may question why they should even bother learning about
it. One common struggle for a theater teacher is to convince students who don’t care to
participate anyway. Teachers of other subjects may think their job has nothing to do with theater
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or performance at all. If teachers can understand the utility of improvisational theater themselves,
they will discover that instruction in any subject can become more engaging using
improvisational theater games and storytelling, or at least the development of improvisational
skills. All teachers can benefit from the kind of observation and communication skills that
improvisational theatre strengthens. Since the job can be unpredictable, teachers can also benefit
from the mental flexibility and quick thinking that improvisation encourages as well.

35

Chapter Three
RESEARCH METHODS

The methods of inquiry for this study focused on the principles and practices of action
research, using self-study aligned with professional teacher standards, teacher artifacts,
assessment results and journal reflection as a means of data collection. I will begin with a review
of action research principles to establish the foundation for this study’s method of inquiry.
Second, I will review the choices and purposes of data collection that helped to highlight my
instruction and means for searching for improvement. Third, I will detail my context for the
study, methods of data collection protocols, maintaining credibility and trustworthiness of the
data, and acknowledge my limitations as a researcher. Finally, I will present the procedures used
for studying my practice, while providing data and analysis that speaks to adaptations and
adjustments made to my instruction as I implanted this study.

Research Questions

My focus for this research was literacy. Specifically, I examined how different modes of
literacy, combined with culturally responsive pedagogy, can contribute to student learning in an
English Language Arts classroom and a Drama classroom. This focus aligned with the INTASC
Standards for teacher professional development. Additionally, I considered how studying my
own practice in line with INTASC Standards could improve my own instruction and in turn
improve student learning. My purpose of this study was to understand how I can better teach
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literacy skills to students immersed in an age of digital media and many options through which to
consume information. The internet in its various forms, from social media to shopping services
to streaming services offering the latest movies and television, has changed the public dialogue
dramatically in the last several decades. It is increasingly difficult to find reliable information,
and students often are raised in an environment where what news you consume is political in and
of itself.
With all these considerations in mind, the overarching question I have decided to focus
on is this: How can I incorporate culturally responsive, multimodal literacy instruction strategies
to improve student comprehension in reading and writing about literature?
The three research questions I have developed for this study are:
1. What instruction strategies can I use to help diverse students develop their skills in
regard to multimodal literacy? Data gathered focusing on this question will be used to test
effective strategies of multimodal literacy instruction. Multimodal literacy, as defined by various
authors, encompasses all types of media which require basic literacy skills to interpret and
construct meaning from (Duncum, 2004), (Hicks & Hawley Turner, 2013), (Leggett & KingReilly, 2020) (Mayer, 2014). I hope to learn which of my multimodal literacy instruction
strategies students respond to most favorably, and note those which relate directly to students’
home cultures. The data will measure performance as it relates to student level of engagement,
and academic performance.
2. To what degree is my instruction culturally responsive and encouraging of positive
relationship building? Data gathered data focusing on this question will be used to test the
results of my disposition and classroom management strategies, as well as my progress
developing relationships with and among my students. The data from this question will come
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from my personal reflection of student engagement in discussion, results of formative
assessments and artifacts produced by group projects. I hope to learn which of my habits and
strategies are effective to build connections with and among students and which I should
eliminate or change.
3. What instructional strategies related to English Language Arts and Drama best enable
students to build group leadership skills? Group leadership skills, as defined by Gagnon, Vough
& Nickerson (2012), are characterized as skills that small groups can acquire to make decisions
without a single leader. The group learns to act in tandem to make decisions, or to regularly shift
who takes a leadership position. This is in contrast to traditional perspectives on leadership, in
which a single person typically leads a group, and delegates responsibilities to others. In a group
leadership model, students make decisions by building consensus with minimal formal structure.
Through improvisation, students learn how to share responsibilities without a central leadership
structure.

INTASC Standards

The INTASC standards provide teachers with a framework that emphasizes teacher
performance, content knowledge and professional disposition. These standards are important
because they give guidance for teachers to consider every aspect of their teaching, allowing them
to intensively evaluate their strengths and weaknesses, then work to serve their students’ needs.
The most important INTASC standards for me to focus on in this study are number three:
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learning environment, number four: content knowledge, and number eight: instructional
strategies.
Learning environment relates to my questions because it sets a tone for students that
influences the way they interact with me as a teacher, their peers, and the content of my lessons.
Included in learning environment are such concepts as setting expectations for student behavior,
collaborating with students, respecting their points of view, and promoting positive interactions
among students, staff, and families.
Content knowledge is relevant to my questions because without it, I would not be able to
effectively design lessons geared towards the multimodal nature of literacy. Knowledge of the
complex nature of literacy and its connection to every other subject is vital to my particular line
of questioning within this study.
Finally, standard eight, based in instructional strategies, is relevant to my study because
literacy is essentially about decoding and synthesizing different types of information. As a
teacher, I must be mindful of the different ways students learn, and design lessons and
assessments that relate to them on a personal level. This strategy is especially useful when
considering how to design culturally responsive lessons. It will be important for me to be able to
demonstrate and explain concepts in a variety of different ways, for a variety of different
students. This applies especially to literacy as it is the foundation of understanding not only for
my content areas, but for all.
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Methods and Procedures

Because my purpose was to describe my own teaching practice in multimodal literacy
instruction, as well as how I use data to improve my own practice in line with the INTASC
professional standards, it was important to choose a method that could account for two things:
what the standards are for teachers, and how I was paying attention to my own practice through
data collection to improve it. Accordingly, this work was designed as an action research study
intended to guide the development of my own instruction in the content areas of English
Language Arts and Drama. Given that the last term of my time as a student teacher was spent in
a Drama classroom, most of my evidence will be derived from my ELA classes.
Action research gives teachers a data derived perspective on the quality and effectiveness
of their instruction. As such, this process will give me a new perspective on my instruction. I will
learn how I can improve the quality of my culturally responsive instruction in the area of
multimodal literacy. I intend to find the better ways to help students develop the skills needed to
understand and interact with the digital information economy in a positive way. Literacy is a key
to success in any life path, and it is the basis of my content areas. I will facilitate student
acquisition of vital literacy skills that will help them succeed in a rapidly changing world. To
achieve this goal, I will collect data from various sources. These will include artifacts such as my
lesson plans, my personal journal entries, field notes, and the results of both formative and
summative assessments over time.
My personal reflections and field notes will be valuable because much of my instruction
involves facilitating classroom discussions, which do not always produce data in a tangible form.
These reflections will also include details from my discussions with other teachers, my

40

observations of how students interact with one another, and of their degree of engagement with
my lessons, will inform my analysis of how effective and engaging my instruction is. With these
observations. I can come to understand how students are developing literacy skills through peer
engagement, and developing their methods of interpreting and synthesizing information, or how
well they are developing literacy skills.
The results of assessment analysis are valuable because they would inform me if students
improved their literacy skills over time. Assessment results will also inform me of the concepts
students struggled with most frequently, so I can modify my teaching to emphasize those areas of
the curriculum more clearly in the future, and thus encourage better assessment performance.

Methods of data collection
My instruction is composed of discussion-based exercises and creative group projects,
formative and summative assessments as well as discussions. Discussions could involve the
whole class, pairs, or small groups. Typically, students answer a set of questions either as a class,
or in small groups or pairs. A writing task usually accompanies these discussions as a formative
assessment, usually in the form of a Google Doc or Google Form. These writing assignments are
scored using a two-point rubric per question. The rubric is as follows: 1 point for an answer that
accurately analyzes events or details from the text. 1 point for an answer that is at least 2
complete sentences of original writing. I have also assigned creative writing, especially when
introducing grammar lessons. Class writing assessments also come in the form of anticipation
guides to literature, “bellringer” questions for each chapter of a novel, or written reflections on
short stories or videos that the class engages with. I recorded some class discussions, and will
include them as well.
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The data collected from this instruction will demonstrate the relative level of student
comprehension and engagement in literacy-based activities. These assessments were typically
collected through Google Docs, Google Forms, or occasionally through paper handouts and
worksheets. There were a couple project-based summative assessments that I will include as
well. Evidence of discussion-related activities appears in the form of reflections, studentproduced documents, video documentation, and my own personal reflection. My reflective
writing will also contribute to the data in regard to all aspects of my teaching, and includes my
thoughts on discussions with my mentor teachers and other teachers in the school, as well as my
recorded interactions with students and parents.

Context of Study
This study was set in a rural town with a population of around one thousand people. The
population is overwhelmingly White and working class. Many families make their living in the
timber industry, in agriculture, or in the trades. Many students are familiar with how to raise and
manage livestock, and assist their families with those duties.
For fall and winter terms, I worked at the local middle school. In spring term, I moved to
the high school so I would be able to study my teaching in the subject area of Drama. Many
students have families who work in agriculture, the lumber industry, or in trades. A majority of
students receive free or reduced fee lunches. Observation of the culture among students in this
district illustrates a general conservative philosophy amongst most students, influenced by their
parents’ choice of media consumption. Students often mentioned media outlets that they
preferred to turn to for news and perspectives on the state of the world, and they occasionally
have voiced strong opinions on which media outlets were trustworthy and which were not.
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The district’s demographics also include Latinx, Black, Asian, and mixed-race
populations in very low percentages. The culture of the school staff in this district is generally
welcoming of diversity. However, among the students I heard the occasional racial slur used, and
remarks that are biased against or somewhat hostile toward people who identify within the
LGBTQ+ spectrum, and toward people with disabilities. From discussions I have had with
teachers in the district, the attitudes reflected in this language are not uncommon amongst
members of the local community.

Participants
In addition to myself, the participants in this study are teachers and staff members that I
interacted with, along with the students ranging from grades 7-12 attending the two rural schools
at which I performed my study. The middle school has a student body of less than two hundred.
There I worked with one Writing/ELA block period with nineteen eighth grade students. The
high school also has less than two hundred students. There I worked with two classes. One of
these was a drama class with eleven students, and one was an English language arts class with
twenty-one students ranging from 9th-12th grade. The middle school teacher I worked with
primarily teaches as a science and math, and teaches ELA outside of her endorsement area for
the first two periods of the day. The Drama teacher I worked with is in his third year of teaching,
and primarily teaches civics, history and broadcast media classes. The Drama class is offered
only spring term, and seems to be a relatively unpopular elective amongst the student body. Only
one out of eleven students is interested in the topic. Typically, students are enrolled in drama
when they need to take an elective and they do not have a preference on which one they take.
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Limitations

Since my teaching experience was at a small school, with only three classes available in
my subject areas from which I could derive data, my data set is not very large. My cooperating
teachers were excellent models of teachers, and I learned a great deal from both of them.
However, neither of them focused in my specific content areas. My CT at the middle school was
endorsed in science, and taught two periods of English. My CT at the high school taught Drama
one period per year. His content areas are history and U.S. Government. As such, I usually
brought content area specific ideas and content knowledge to them, and did not typically get
recommendations for instruction techniques from them.
The students in these classes have unique challenges in that they have just returned to
school this year after nearly two years of remote learning and relaxed learning standards that
were a natural result of the challenges of the Covid-19 pandemic. Many of them have not kept up
with literacy, and behaviors can be difficult to manage at times. Many students are out of
practice when it comes to reading and writing and display literacy skills that are well below
grade level.
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Chapter Four
ANALYSIS

Overview
For this action research project, I chose to look at data connected to my teaching with
regard to three major questions: What instruction strategies can I use to help diverse students
develop their skills in regard to multimodal literacy? To what degree is my instruction culturally
responsive and encouraging of positive relationship building? What instructional strategies
related to English Language Arts and Drama best enable students to build group leadership
skills? I examined the available data, then organized and coded the results into categories. Then I
organized this section by research question. The evidence that I collected for this chapter was
produced between Fall Term of 2021 and Spring Term of 2022 in two English Language arts
classes, composed of eighth and tenth grade students, as well as a Drama class of mixed high
school students.
The first set of data I analyzed was a collection of fourteen lesson plans I designed for the
eighth grade ELA class, along with six lesson plans that I designed for the high school Drama
class. I analyzed these twenty documents with a focus specifically on how I planned for
instruction related to the three research questions. This is by no means a comprehensive
reflection on the quality of my instruction, but merely an examination of the depth of my
planning coupled with reflection on how it was delivered. When I compared these lessons with
my reflections and the design of my formative and summative assessments, I was able to
evaluate my teaching through the entire process of planning to instruction. Some of the lessons
ended up deviating from my plan when they were put into practice. It proved valuable to

45

investigate the reasons for these changes, and reflect on the extent to which these deviations were
the result of my planning. I will detail that analysis below.
After reviewing the collection of fourteen lesson plans and accompanying materials that I
created and used in the eighth grade ELA class, I provide analysis and critical reflection, which
will be displayed below as they relate to the questions. It is worth noting that all of these ELA
lessons were written in relation to a piece of literature that the whole class was reading at the
time. Four lessons are part of a unit I designed related to The Phantom Tollbooth, by Norton
Juster; they focus on the relationship between the media of drama and written literature after the
students experienced reading half of the novel and reading half of the play. Nine lessons were
dedicated to a comprehensive unit on the novel Flipped, by Wendelin Van Draanen. One lesson
plan I designed as a comprehension guide for the novel Monster, by Walter Dean Myers. The
drama lessons were written for a unit on script analysis and scene study, and I delivered these
lessons in Spring of 2022 at Scio high school. I provide description and analysis of these lessons
alongside the rest of the evidence below, as they are relevant to the questions.
Lastly, I looked at lessons I designed during the course of my education in the WOU
MAT program, yet were not tested in a live classroom. It was tempting to ignore this evidence in
favor of pedagogy that I actually delivered. However, this evidence proved valuable evidence of
my practice when it comes to planning. These documents come in the form of formal lesson
plans written for pedagogy classes within this program, slideshows and assessment descriptions,
and more informal plans I wrote for the classroom on my own.
In the following sections, I describe and analyze a selection of the evidence that I have
listed above. Then in the following chapter, I discuss the conclusions I have drawn from this
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process, detail the implications for my practice, and set goals for myself as a professional
teacher.
Findings
Research Question #1
What instruction strategies can I use to help diverse students develop their skills in
regard to multimodal literacy?
Examining this question led me to review my lesson plans first and foremost, followed by
my materials, reflections, and video documentation. I sorted my lesson plans according to the
modes of literacy that they involved, evaluating the quality of planning and execution in that
regard. The types of literacies that exist are numerous and not clearly defined by scholars, so I
decided to include only categories of literacy that I found during my research phase of this
project. These are language literacy, visual literacy, digital literacy, critical media literacy, and
emotional literacy.
A challenge I encountered when organizing my evidence for this question was whether or
not to categorize lessons that used digital technology within the digital literacy category. I
eventually settled on not categorizing lessons that involved digital technology unless there was
intentional and explicit digital literacy instruction written into the lesson plan, or practiced in the
course of instruction. The reasoning for this decision was that even while my students were
expected to use digital tools on a daily basis, this expectation does not explicitly teach students
more than they have already learned about the use of digital tools, or other skills such as how to
determine what is a reliable source of information or proper online behavior. As a result, the
evidence showed very little digital literacy instruction in my teaching habits.
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One thing I noticed was that each lesson I taught in the classroom naturally incorporated
more than one mode of literacy instruction. This tracks with my research in chapter two. Most
lessons combined two modes of literacy, the most common pairing being language literacy and
visual literacy. This was primarily due to my use of instruction with both written language and
visual/audiovisual components. I commonly designed at least one slideshow for each dedicated
unit of study, effectively integrating language and visual literacies. Examples of these slideshows
will be presented below. I categorized discussion and other socially oriented activities and
lessons which involved emotional literacy. Nearly every lesson written involved some form of
class discussion and writing related to the discussion as formative assessments. Each lesson
includes at least one formative assessment that I used to direct future instruction.
The first four lessons from November 16th to the 19th, 2021 that I designed for the ELA
class focused on comparing two different mediums of storytelling. The class was reading The
Phantom Tollbooth, by Norton Juster, and we were preparing to read a dramatized version of the
same story. The first lesson introduced theatre and its origins. Figure 1 below shows how I
planned to activate prior knowledge before showing a video that we would discuss as a class. I
ask students to use their imaginations to connect the types of entertainment they enjoy now to a
prehistoric environment, imagining what people long ago did to entertain and inform one
another. This question relates to the content of the video, which discusses the various theories
about the origins of theatre.
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Figure 1 (Phantom Tollbooth Lesson 1, Part 1)
Time

Motivation/Hook:

Motivation/Hook:

0-5
min

Teacher asks students to recall what they know
about theater and what experiences they have had
with theater. Then hosts discussion about
students’ perceptions of theater as an art and as
literature.

Students respond to the discussion questions by
raising hands and offering answers.

Application: KWL form

Independent Application:

In Google forms, the teacher assigns students two
questions in a KWL format. The third question (the
L) is reserved for the end of the class period.

Students answer the first two questions: 1. What
do you know about theater? What do you want to
learn about theater? The third question is reserved
for the end of the class period.

Teaching Application:

Group Application:

Teacher frontloads the video by asking students to
imagine, thinking back to hunter-gatherer days.
What might have taken the place of plays, movies,
books, and video games in a prehistoric world?
What might have changed when civilizations
developed?

Students engage in the questions and speculate
based on the teacher’s suggestions. They are
encouraged to theorize or make guesses about
how storytelling evolved into formalized forms of
literature.

5-10
min

10-20
min

This lesson involved three modes of literacy: emotional, language and visual. Language
literacy came in the form of the reading and writing they did for the KWL chart. Visual literacy
instruction came in conjunction with the video they watched, which asked the students to
observe what is written and said in the video as it describes theories on the origin of theatre. I
also incorporated emotional literacy, as the small discussion groups encouraged students to share
their thoughts with one another before contributing to a class discussion. The lesson represented
in Figures 1 and 2 is typical of my reliance on discussion models to enhance multimodal literacy
skills, and enable social construction of the concepts. In Figure 2, social and emotional literacy is
represented through the social interaction required for the discussion, then an individual
reflection when they fill out the last question of the KWL form. The success of this lesson was
evident in the high level of engagement the students demonstrated. The discussion element
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produced interesting discussions, and the students found a lot to say about the subject. Still, the
weakness here is that I relied upon a video with its own curriculum for the bulk of my material,
and that video discussed the subject on an intellectual level designed for college students.
Figure 2 (Phantom Tollbooth Lesson 1, Part 2)

35-45
min

Teaching Application:

Group Application:

Teachers will assign groups based on seating
location. Teacher will then ask students to discuss
with their groups and come up with answers to
three questions:

Students will use the time to discuss the answers
to the questions and write down the answers that
they agree on. If they don’t agree, they can discuss
the nature of their disagreement.

1. Do you agree with John Cage when he says
theater happens “all the time, everywhere”
and that art merely exists to convince us
that is the case?
2. Based on information in the video, and
using your group’s impressions, how do
you think theater came to be?
3. What do you think theater does for a
society?

Students will write their answers in the form of a
Google Doc with all the group member’s names
and submit it to the teacher before the next step.

The teacher will tell students that one of their
group members will be reading their answers to
the questions out loud after the group discussion.

45-57
min

57-60
min

Teaching Application:

Independent/Group Application:

Teacher will transition students out of group
discussions and call on groups one at a time to
discuss their answers to the questions.

One student reads the group’s answers. 1-2
minutes per group.

Closure:

Closure:

Teacher asks students to finish the final question of
their KWL Google form: What did you learn about
theater today?

Students spend the remaining time of class writing
their answer to the final question of their KWL
Google form.

The summative assessment for this unit of four lessons involved the comparison of
different storytelling mediums. I chose to assign groups to produce a poster comparing these
mediums. They read The Phantom Tollbooth in an audiobook format, then they watched a play
version on YouTube, and finally they watched an animated movie. This assessment asked them
to make a Venn diagram to compare the similarities and differences between the three different
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storytelling media. A selection of slides from the lesson in which the assessment was assigned is
displayed in Figure 3 below.
Figure 3 (Phantom Tollbooth Unit Assessment)

This assessment description is a relevant example of how my design incorporates the
concept of multimodal literacy. The assessment encouraged students to engage in critical
analysis of the different mediums of communicating a story while engaging with three modes of
literacy. As students worked in small groups to complete this project over the course of the last
forty-five minutes of the period, I walked around the room to check in with each group, monitor
their progress, and keep them on task. As I spoke with students, I performed an informal
assessment and kept them engaged. I also helped them recall differences between the different
mediums that they could include in their poster. This assessment succeeded in engaging the
students. I attributed this to the social nature of the assessment, which exercised emotional
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literacy. I observed how the students enjoyed collaborating with their peers as they produced the
poster. I also observed how students were engaged in translating the different media involved.
They were excited as they discussed the differences between the three different versions of the
story, and demonstrated the competence represented by the learning target.
I designed one lesson intended to introduce students to the themes of the novel Monster,
by Walter Dean Myers. This lesson focused on language and social/emotional literacy through its
examination of the juvenile justice system. The anticipation guide contains questions, detailed
below in Figure 4, that ask students to connect their own lives with the themes presented in the
book, and asks them to answer several true or false questions to get them examine their existing
beliefs and biases related to juvenile justice. There is a visual literacy component as well, as
students see historical images associated with the history of juvenile justice in the videos that I
included to inform the discussion section.
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Figure 4 (Monster Anticipation Guide)

Time
0-10
min

Procedure: TEACHER DOES…
Include “look fors” and other ways you’ll observe and
check with students to be sure they are engaged in
the learning.
Hook:

Procedure: STUDENTS DO…
Include evidence of student engagement that
you’ll include / watch for to monitor student
learning
Hook:

Warm-ups: The teacher directs students to their
Chrome books to answer the “bell-ringer” warm-up
questions. Today’s questions make up an anticipation
guide for the next whole-class novel we are reading,
Monster, by Walter Dean Myers.

The students use their Chrome books to
answer the series of questions related to the
central themes of the text: identity, and
criminal justice. There are two identity-based
questions: “What makes you YOU? What are
some distinct or unique features of your
personality, family or background?” AND “If
you were accused of a crime that you didn't
commit, what would you like the judge and
jury to know about yourself?” Then they
answer a series of True/False questions around
the theme of juvenile justice in the USA.

The teacher checks in one-on-one with students who
look like they are not engaging with the form. Teacher
coaches them or helps them get back on track.

10-40
min

Teaching Application:

Independent Application:

Teacher reads an article then shows a video explaining
the juvenile justice system, its history and evolution.
Teacher says: “as I read this, I want you to write a list
of a few questions you have about the subject.

The students listen while the teacher reads.
They write when they think of a question to
ask about the juvenile justice system.

After finishing the article and the video, the teacher
asks students to think of a question that this article
may have inspired. Teacher says: “Is there anything you
are unclear about or curious about when it comes to
the criminal justice system?” Then the teacher will
make a list on a document of all the student questions,
shooting for at least ten.

40-55
min

When prompted, they will spend a minute
thinking up a question to ask about the
juvenile justice system.

Teaching Application:

Students offer to share their questions as the
teacher writes them on a list. The class will
work together to come up with at least ten
questions they have about the juvenile
criminal justice system in the USA.
Group Application:

Discussion Response: Teacher will show two brief
videos discussing issues related to juvenile justice:

Students watch the videos as a class, then
offer opinions on the questions.

After the videos, the teacher will address these
questions as an open forum discussion:
1. To what extent should children be held
responsible for crimes they commit?
2. Should a defendant’s age be considered by the
court when they are being tried for a crime?
3. Should children with struggles related to
mental health and/or a history of trauma be
treated differently when they commit a crime?
How so?

This lesson succeeded in its use of visual and language literacy, as evidenced by the
questions, which get students to think about hard subjects like juvenile justice as it relates to the
novel they were preparing to read. My reflection demonstrated a high level of engagement, as
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almost every student contributed their own questions on the shared document to ask the justice
system.
The largest set of lessons I included in my study was a nine-lesson unit based on point of
view and character was linked to our study of the text Flipped, by Wendelin Van Draanen. The
lessons were taught from March 7th to the 17th 2021. This unit introduced students to advanced
concepts related to narrative point of view, and it was designed to build students’ skills related to
language, visual, and emotional literacy. The first lesson is provided below in Figure 5. This
example includes the anticipation guide and a class discussion, involving emotional literacy.
Language literacy is enhanced as the class reads along with the audiobook.
Figure 5 (Flipped Lesson 1)
Time

Motivation/Hook:

Motivation/Hook:

0-10
min

Teacher assigns an anticipation guide for Flipped.
Teacher will check in with students after a couple
minutes, giving clarifying questions as needed.

Students fill out anticipation guide as their morning
warm-up. They may ask questions.

Teaching OR Group OR
Independent Application:

Teaching OR Group OR
Independent Application:

Teacher plays the audiobook of the first two
chapters of Flipped.

Students follow along with their own copies of the
novel while listening, making notes in a notebook,
answering these questions:

10-50
min

Teacher says: “As we read, I want you to look for
textual clues about the characters’ points of view.
Try to answer this: how does Bryce see Julie? How
does Julie see Bryce? What kind of narrator is used
in this story? What is each narrator’s tone? Write
the answers to these questions on a piece of paper
or a Google doc. We will use them later for a
project.
Teaching OR Group OR
Independent Application:
50-60
min

Teacher facilitates a class discussion about the
questions that the students were answering as
they read. The teacher will ask follow-up questions
as the students respond. The teacher will also
check in with the students to see if they agree
with a thumbs up or down or nodding or shaking
their heads.

What are some textual clues to the characters’
points of view? How does Bryce see Julie? How
does Julie see Bryce? What kind of narrator is used
in this story? What is each narrator’s tone? The
students are told to write their answers on a piece
of paper or a Google doc to use on a project later.
Teaching OR Group OR
Independent Application:
Students share their answers to the questions, and
further discuss the characters’ points of view and
their image of themselves and each other. Students
must find language in the text which supports their
points about the characters’ points of view and
give page numbers when quoting anything.
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For this unit, I produced two summative assessments. One of these was a group project,
focusing on character and point of view. The description for this assessment is included in Figure
6 below. As is evident in the description of this assessment, it is designed to be a multimodal text
that the students produce from their own observations of the characters, and their perspectives on
the character’s point of view. Judging by my reflections for this unit, this assessment was one of
the most popular projects I assigned. Students work on their visual and language literacy skills in
producing an image and text related to a character from the text. They also work in a context that
supports their development of emotional literacy, as they communicate with their partners about
what their project needs. They are also practicing emotional literacy as they examine the
characters’ points of view and include details relevant to their point of view in the project.
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Figure 6 (Flipped Group Project Assessment)

In analyzing the six lesson plans for the Drama class, I found that all lessons include
language literacy in both verbal and written forms. With Drama, there was a greater opportunity
to explore multiple modes of literacy since theatre is so dynamic and incorporates many different
literacies into its execution as an art form. In the lesson shown in Figure 7 below, students first
engage in literary analysis when they read through Marc Antony’s speech from Shakespeare’s
Julius Caesar first on their own, then as a class.
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Figure 7 (Julius Caesar Lesson)
Time

Motivation/Hook:

Motivation/Hook:

0-5
min

Teacher introduces and assigns a bell
ringer question asks students to write
their ideas of what script analysis is and
how it is useful to theatre professionals.

Students use their Chrome books to
answer the bellringer question. Then
they will share their answers with the
class.

Teaching/Group
Application/Independent Application:

Teaching/Group
Application/Independent
Application:

5-15
min

Teacher will pass out copies of the text,
which is Marc Antony’s speech from
Shakespeare’s Julius Caesar. Then teacher
will activate prior knowledge by asking
students to share what they know about
the historical figure Julius Caesar and
anything they know about William
Shakespeare’s play about him.
The teacher will fill in any gaps that the
students didn’t mention, and provide the
context from the play for Marc Antony’s
famous speech, then ask a student
volunteer to read the speech. If no
students want to volunteer, the teacher
can read the speech out loud.
Teaching/Group
Application/Independent Application:

15-30
min

The teacher says, “We’ve just completed
the first part of script analysis, which is to
read the text.” Then the teacher starts the
slideshow lecture/discussion, and asks
students to take notes.
Teaching/Group
Application/Independent Application:

30-55
min

Teacher says “Now that we know what
script analysis is, let’s apply it to Marc
Antony’s speech from Julius Caesar. The
teacher will then go through the speech

Students will discuss the history of
Julius Caesar, offering what they
already know about the history and
about Shakespeare’s play.
Then, one student volunteers to read
the speech out loud while the other
students read along from the paper
handout they received.

Teaching/Group
Application/Independent
Application:
The students take notes on the
slideshow lecture and ask any
questions they may have, or make
relevant comments in any discussion
that results from the slideshow.
Teaching/Group
Application/Independent
Application:
The students observe the teacher
modeling how to annotate their script
as they learn the meanings of words

This lesson primarily uses language literacy during the analysis portion of the lesson,
then the videos later in the lesson exercise visual literacy. Students first posit their ideas about
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what script analysis might be, having no exposure to the subject prior to this lesson in class.
Then I activate and build upon prior knowledge by asking the students what they already know
about Julius Caesar as a historic figure. Together, we build prior knowledge and I reinforce this
knowledge by filling in any details the students are not yet aware of. Upon reflection, I was
grateful to have a cooperating teacher who had a degree in history, as he was able to give us
more context and background information than I had on my own. From there, I asked students to
read the speech on their own, marking any words they do not know, and writing what they think
certain words and phrases mean, providing me with evidence that they are engaging in critical
thought about the language of the speech. Since the Drama class was small, and many of the
students do not eagerly volunteer to read or perform in front of the class, I opted to read the
speech myself instead of asking a student to do it, as it was written in the plan.
My plans to include multimodal literacy in my summative assessments can be seen in an
assessment I gave the drama class while we studied how actors create a character. The digital
collage assignment, shown in Figure 8 below, was a multimodal text that students created to
communicate the nature of the characters they were playing as part of their final performance
project. Students were required to make a digital document consisting of two pages. One page
was dedicated to the images that related to their character, and the second page includes a
paragraph that discusses why they chose to associate these images with their character. This
assessment was designed to help the students build convincing characters and be thoughtful
about who their characters are. I have designed collages as a multimodal assessment in both
Drama and ELA, and judging by my reflections, students at both middle and high school levels
engaged with these assignments more than others. I believe this can be attributed to the highly
engaging nature of multimodal texts, particularly texts involving visual literacy. Linking images
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with language and abstract concepts like character traits may naturally be more interesting for
students than texts using only one mode of literacy. The thing missing from this assignment,
which would have incorporated emotional literacy development, would have been if I made this
into a group activity. To involve emotional literacy, I could have asked students to share their
answers with the rest of the class or in small groups. Then they could discuss with one another
the meanings behind the images they chose to include in their collages. This lesson does not
include an activity that required students to engage with one another to discuss their thoughts.
Despite its success in the classroom judging by the comprehension students demonstrated in the
exit questions, this lesson could have benefitted more from relying on students to come to an
understanding together rather than relying on me to decode Shakespeare’s language and the
historical context of the speech. Students could have worked in groups to look up this
information and share what they found with the class.
Figure 8 (Character Collage Assessment)
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Drama class proved to be an excellent context to focus on emotional literacy. The
improvisation games ask students to engage creatively with one another in a safe and structured
environment. They are framed in such a way that students must respond to one another positively
and contribute to one another’s offers. I observed students interact with the rest of the class in a
different way than they did typically.

Research Question #2
To what degree is my instruction culturally responsive and encouraging of positive
relationship building?
This question led me to consider my reflections first and foremost, as I put into practice
principles and ideas that had only been theory before I stepped into a real classroom. In addition
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to my planned instruction, I reflected on my classroom management practices for evidence of
how I put my culturally responsive philosophy into practice. As a result, this section is primarily
composed of qualitative analysis of general teaching practices. There is also some qualitative
analysis of lessons plans to show the extent to which I am planning with cultural responsiveness
in mind. This question challenged me when I considered what constituted culturally relevant
instruction. I opted to include everything that was either designed to or resulted in connections
with students among themselves or between them and myself.
In this rural school district, I had the fortune to work with and compare the effect of my
instruction with two different age groups: middle school and high school. The differences in
these age groups tested my culturally responsive classroom management habits, as I found that
some strategies were successful with middle school students that were not as effective at relating
to high school students’ cultural identities, engaging them in my instruction, and enhancing
group leadership skills. Upon reflection, I determined the likely cause of this may be the fact that
I had a very limited amount of time in which to build rapport and relationships with the high
school students, compared to the several months I spent with the middle school students. This
was due to how I moved from the middle school to the high school between winter and spring
terms. One high school ELA class that I contributed to seemed highly resistant to accepting me,
which challenged and frustrated me. Despite this, my reflection shows that I had some success in
forging individual relationships with several high school students.
The most success I had in regard to this research question was in the high school Drama
class. Students were more receptive to the cooperative games we played, and I included a lot of
direct instruction with these games that emphasized why they are beneficial to actors and other
theatre professionals. The games allowed students to express themselves in a different way than
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school typically asks of them. These games asked them to tap into their creativity and cultural
identity to produce spontaneous performances. Most of the games were what we would call
“warmups” that involve passing energy or creating basic elements of a scene. One of these
games, called “Whoosh Ball,” involved student-generated gestures and sayings that the class
would perform when a student calls them out. This inspired students to repeat one another’s
additions in the game, building social connections and establishing a culture of understanding
among one another. They essentially built their own way to communicate and relate to one
another within the framework of the improv game.
One thing I noted in many of my reflections was the wide difference in student cell phone
use between the middle and high schools. This challenged my approach to classroom
management. The middle school students observed a total cell phone ban in classes much more
than the high school students did. In fact, middle school students were told to keep their phones
in their lockers unless there was an emergency. Often, I found while performing any kind of
instruction in the high school ELA classes that students frequently disengaged to play games and
engage with social media on their devices. This made it difficult to make any real connection
with students, and placed me in a difficult position of having to ask them repeatedly to put their
phones down and pay attention to the lessons. My cooperating teacher in ELA and I found that
repeated requests made positive relationship building, and consequently, culturally responsive
instruction, a difficult task.
As part of my examination of this question, I wanted to analyze evidence of my rapport
and relationship building with students, since I consider this to be a fundamental aspect of
culturally relevant pedagogy that truly benefits the students. To determine the quality of my
interactions with students, I used some video that was taken for my EdTPA project, and I also
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relied on my own reflections, the observations of my CTs, as well as the comments of my
university supervisor. I noticed a tendency to repeat or rephrase what point I thought students
were making, and occasionally I overlap students before they are done speaking. I often give
informal feedback such as “good observation” or “interesting point” and I sometimes ask
students to elaborate or give an example from the text to support their opinion.
In looking at my lesson plans, there is evidence that I am attempting to get to know the
students so that I can find ways to connect their cultural identities to the content of the lessons.
As I was planning, I felt it was important to learn the details they were willing to share about
their lives so I could get to know them as individuals, but also so they could make connections
between the lesson content and their own lives. By examining Figures 1 and 2 presented above, it
is evident that I am planning to connect what students are learning to their own experiences. The
KWL activity asks students to share what they already know about theatre as an art form, then to
express their own curiosity by writing something that they want to learn. This method has the
added benefit of informing me to what degree the students are already interested in the subject,
as some of the students were reluctant to engage with verbal checks for interest or prior
knowledge. This lesson also demonstrates the degree to which my planning involves social and
emotional literacy. The students construct knowledge together and share their own thoughts and
theories after being exposed to those of professional scholars.
Another strategy I use to help students connect their personal and cultural identities to the
instructional content is the use of anticipation guides before starting a new piece of literature.
The intention with this practice is to get students to think about the themes of the literary work
we are reading in a more holistic way, making connections to their own lives. This strategy was
evident in the nine-lesson unit on point of view and perspective which featured the novel
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Flipped. The first lesson of this unit activates any prior knowledge in the anticipation guide, and
asks students to reflect on their own opinions related to themes of the book, such as point of
view, the influence of family on point of view, as well as their own experiences caring for
animals, as raising chickens is part of the plot of this novel. The intention with this anticipation
guide is to make cultural and personal connections to the subject matter of the book. Figure 9
below illustrates the questions included in this formative assessment.
Figure 9 (Flipped Anticipation Guide)

The evidence shows that I prefer to use class discussion as a primary method of building
relationships with my students and also building relationships among the students. I also use
formative assessments such as an anticipation guide to learn more about the lives my students
have outside of school. Planning for group projects such as the character maps, Socratic
seminars, and small group discussions are one of my primary strategies to provide students with
an opportunity to socially engage with one another while working toward the learning objectives.
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In Figure 10 below, I have included slides from a lesson in which I assigned students to
produce a work of creative writing. After a brief slideshow lecture and a video talking about the
nature of point of view, and two days studying Flipped, a book in which each chapter is told by
one of two narrators, I assigned students to write a story using two different first-person points of
view.
Figure 10 (Point of View Writing Assignment)

In giving students assignments with some structure such as the specifications listed
above, but also giving them the freedom to creatively explore ideas, I intended to give them the
opportunity to express their cultural identity. In the lecture, I encouraged students to write about
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something they know about. Since a character in the novel raises chickens, I chose to connect the
concept of raising livestock with my students’ identities by asking them in the anticipation guide
which domesticated animals they have experience with, and what their duties are related to those
animals. I recommended that students write about something they know well. As a result, I
noticed that many of the students decided to write stories that involved animals. One student,
who indicated on his anticipation guide that his family raises sheep, wrote about the different
perspectives between himself and a sheep as he was getting the sheep ready for the county fair.
This example shows that relating the learning to students’ home lives and cultures can be
effective in keeping students engaged.

Research Question #3
What instructional strategies related to English Language Arts and Drama best enable
students to build group leadership skills?
This question was broader and more dependent on my reflections and observations. It
also required me to identify what to identify as a “strategy,” since the term could include just
about anything done in a classroom. Due to this question’s subjective nature, I evaluated the
evidence and noted all identifiable strategies, particularly those that I mentioned in my literature
review.
The strength of student group leadership skills over time is a difficult thing to measure.
Nevertheless, I have anecdotal reflections on my planning in regard to build group leadership
skills, and some quantitative data representing the types of strategies I planned for in my lessons.
Since I found it difficult to quantify how well my instruction helped students develop group
leadership overall, I decided to engage this question as a qualitative evaluation of my ELA and
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Drama related instruction strategies in a more general sense. I did analyze group leadership skills
in this section, but the majority of this analysis reflects on the quality and relative effectiveness
of specific strategies that I employed for my content areas.
Examination of my ELA lesson plans revealed several strategies that I put into use. I
designed my formative assessments, such as anticipation guides, to help me know how much
frontloading to build into my unit plans. I frequently sed frontloading to activate prior
knowledge, enhance understanding and prepare students to work toward the learning targets. As
is evident in Figure 1 above, I assign questions in a KWL format during the four-lesson unit
about theatre as a literary medium. This strategy intends to activate prior knowledge and measure
student interest. Students are asked to answer the first two questions before we start the lesson,
and the third question is reserved for after the completion of the lesson so students can reflect on
what knowledge they have gained as a result. I designed this lesson with frontloading as a
strategy to contextualize the video that I planned to show immediately after this sequence.
Another strategy I included intentionally was to use supporting material that with academic
language above that which is typically given to this grade level. The video I showed in the lesson
shown in Figure 1 included subject matter designed for college age students. To avoid my
students feeling lost or intimidated by this strategy, I heavily supported their consumption of this
video by stopping it frequently to help them fill out corresponding answers on the worksheet, as
well as give in-depth explanations of the terms used. Upon reflection, this strategy worked
primarily due to the support I gave the class while watching the video, and the fact that the video
and worksheet served as a way to introduce students to prevailing theories of theatre’s origins.
This introduction formed the basis of their understanding for the rest of the four-lesson unit.
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Later in the unit, I used a strategy of activating this understanding to enhance my instruction
related to the quality of theatre as a literary medium.
Facilitating discussion was a strategy central to my practice, especially in ELA
instruction. Most of my lesson plans, both delivered and undelivered, contained at least a brief
discussion with an essential question, or daily guiding questions aligned with the learning target
of the day. The example provided by the first lesson in the unit for the eighth grade ELA class
comparing mediums of storytelling, shown in Figure 2 above, utilizes a small group method of
discussion. The intention was to bring the knowledge they gained in the video into real life and
do their own theorizing. This activity asks students to first discuss their answers with two
neighbors, and then share those answers with the class. This example is typical of my class
discussion habits.
There was one collaborative group strategy that I used to a positive effect, which
followed a gradual release of responsibility model. This lesson involved the use of a shared
document to model and practice the accepted methods of punctuating dialogue in writing. I did
not write a lesson plan for this particular lesson, but the artifact I have is the shared document I
created and used in the lesson, seen in Figure 11 below. I also used a slideshow produced and
purchased from another source, so I did not include this as part of my evidence. The slideshow
served to introduce students to the accepted punctuation for dialogue. The document had several
model sentences, without any punctuation, that included dialogue. Each student got a paper copy
of the document, and the warmup for the day was to punctuate the dialogue with their own added
marks, to practice before the class activity. Then, I showed the slideshow and lectured briefly on
proper dialogue punctuation. After this, I projected the shared document on the board, and asked
students to log into their Chrome books and open the document. The students volunteered to
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punctuate the sentences from their Chrome books on the shared document, so everyone could see
their edits on the board. After each student took a turn punctuating it the way they believed was
correct, we checked them as a class by comparing the model sentences to the rules presented in
the slideshow lecture. Eventually, through class discussion, we revised the answers for each
model question correctly before the end of the class period. The exit ticket asked students for
their reaction to the activity, and I was surprised to find such positive responses to a lesson about
punctuation. One student described the activity as “fun” in his response.
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Figure 11 (Shared Punctuation Worksheet)

I planned for a Socratic Seminar discussion in a handful of lessons, with mixed results.
The intention embedded in this strategy is to allow students an open forum to discuss important
issues without a teacher dictating the conversation. The strategy aims to establish the students as
a group capable of managing their own behavior so that everyone can express their ideas,
challenge those ideas respectfully and eventually reach a consensus, as defined in my literature
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review. My intention in facilitating a Socratic seminar was to allow students to discuss issues
related to point of view, exploring the question “Do our unique points of view make us all
unreliable narrators?” This would have been a means to effectively connect their study of the
novel Flipped to their own lives. Evidence of my planning can be seen in Figure 12 below.
Figure 12 (Socratic Seminar Plan)

45-70
min

Teaching OR Group OR
Independent Application:

Teaching OR Group OR
Independent Application:

Teacher introduces the Socratic Seminar theme:
Do our unique points of view make us all
unreliable narrators?

Students arrange their desks so they are sitting in a
circle. They try to come to a consensus answer
about this question: Do our unique points of view
make us all unreliable narrators?

Sadly, this plan didn’t happen, as the week’s plans were changed by events outside my
control that interrupted class time, as well as the fact that I didn’t correctly estimate the time it
would take to play the audiobook in class. Instead, I facilitated a short “Think-Pair-Share”
activity that worked out well. I have both reflective and video evidence of this lesson’s
execution, making it a valuable lesson for thorough analysis. Judging by the video evidence, the
class wide discussion that resulted from the Think-Pair-Share activity was successful. I was able
to keep students engaged until the bell rang answering questions related to point of view that
they had spent time discussing with their classmates, and then writing on their own.
In a different lesson for the same class, a Socratic seminar on the book Monster allowed
students to discuss the nature of the criminal justice system. This discussion was successful
judging by my reflective writing which indicated the level of participation. The students showed
a degree of ability to manage their own conversation, thought they still looked to me and my CT
when they were answering the group discussion questions. We kept reminding them to manage
each other, and not to check in with us. The only time my CT and I felt it was necessary for us to
interject was near the end of the allotted time for the seminar, when we asked students who had
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not yet offered an opinion to contribute to the discussion in some way. I feel this seminar helped
the students
From my experience, I know that traditional vocabulary instruction usually involves
giving students a list of words to study and then they are tested on those words later in the unit. I
approached vocabulary instruction in nontraditional ways, preferring to embed vocabulary into
my unit lessons as opposed to giving students a spelling list. I wanted to avoid vocabulary
instruction rooted in rote memorization, and give definitions of words as we learn in a unit,
reinforcing that learning through discussion and repetition of the academic language. This can be
seen in many slides in which I include a dictionary definition for the terminology we are
studying (see Figure 13 below). However, as a result of this strategy, I did not include
vocabulary in my summative assessments; consequentially I cannot state the degree to which my
students benefitted from this vocabulary instruction strategy. The students learned the meaning
of academic terms such as oxymoron, but I did not test them on new words we came across as a
result of reading our text.
Figure 13 (Oxymoron Slide)
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The theatre class in the spring allowed me to test my group leadership skills, especially in
the field of improvisational theatre. My students were generally receptive to the games and
exercises that we did, especially in the earliest lessons. I used a policy that students could always
opt out if they didn’t feel up to doing the games, which I found effective for students with social
anxiety, or students who had a hard time. I felt that this policy would create more goodwill and
trust. I didn’t want the students to feel as though I was forcing them to participate in an
uncomfortable experience.
A lesson I designed for my drama pedagogy class, which never made it to a real
classroom, incorporated hands-on learning. Theatre is well suited for hands-on learning
techniques, especially when teaching the technical side of the art. This lesson involved the use of
a mainstage theatre, assuming the lesson took place in a school with a high-quality theatre,
including a fly line with pipes to hang lights and scenery on. The tutorial included a video which
demonstrates proper use of a fly line in a theater, then students will follow the teacher to the
stage to practice using a fly line in a structured environment. This lesson provides an example of
the gradual release of responsibility model, which is especially suited to technical theatre
instruction. Figure 14 below includes this lesson plan. I first provide the instruction in video
form, then perform demonstration of my own using the required equipment, and then students
perform the activity on their own. This is evidence of the care I take to put in my planning, but I
have yet to test it in a real theater space. A shortcoming to this lesson is that it does not offer
differentiation, or a plan for students with specific learning needs. It also lacks any kind of
student interactions with one another, meaning there is no real opportunity for students to
develop group leadership skills.
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Figure 14 (Theatre as a Literary Medium Lesson One)

Time
0-5
min

5-20
min

20-25
min

25-50
min

Procedure: TEACHER DOES…
Include “look fors” and other ways you’ll observe
and check with students to be sure they are
engaged in the learning.
Motivation/Hook:

Procedure: STUDENTS DO…
Include evidence of student engagement that
you’ll include / watch for to monitor student
learning
Motivation/Hook:

Teacher asks: “Who here has seen a play? If you’ve
seen a play on a professional stage, you might have
seen curtains or backdrops moving up and down.
How do you think this is done? How do you think
lights are hung on the mainstage here?”

Students offer their own personal observations or
experiences with seeing a play. They imagine how
certain technical feats are accomplished.

Teaching Application:

Independent Application:

The teacher reveals that the fly line is what is used
to produce these effects, then hands out the video
worksheet. Then the teacher starts the YouTube
video addressing the fly line.

Students watch the video and fill out answers to
the fly line worksheet as they watch.

Teaching Application:

Group Application:

The teacher goes over each question in the
worksheet verbally so students can correct their
own answers. The worksheets will then be
collected for participation grading.

The students offer the answers they got from the
video and correct one another’s work on the
worksheet.

The teacher prefaces the practical demonstration
in the next step by giving a few examples of how a
counterweight fly system is used by designers to
enhance and aid the telling of a play’s story.
Examples: hanging backdrop scenery, hanging
lighting equipment, hanging curtains, etc.

Students offer ideas that a counterweight system
could provide to help tell the story of a play.

Teaching Application:

Group Application:

The teacher hands students a diagram of the fly
line with the labels removed so they can fill in the
terms as the teacher makes the demonstration.
Sheet retrieved from this site:
https://www.ia470.com/primer/index.html

Students fill out the blank spaces on their fly line
diagram as the teacher makes the demonstration.
At the end of the demonstration, students are
encouraged to help one another fill in all the blank
spaces. They will keep this sheet with their theater
materials as a study. During this demonstration,
each student will be given the chance to operate
the fly line safely with the teacher’s close
supervision.

Teacher will demonstrate how to operate the fly
line by bringing in an empty batten and flying it
back out. Teacher will then offer students the
opportunity to operate it as well.

The Drama lesson focusing on script analysis, seem above in Figure 6, was successful
based on my own reflections, the feedback from my university supervisor, and the observations
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of my CT. This lesson focused on demonstrating the technique of script analysis on the famous
speech given my Marc Antony from Julius Caesar. I attribute this success to the use of
scaffolding to build students toward a greater understanding of how to analyze a text. First, they
read the script on their own, then I read through it line by line with them, asking if they have
ideas as to what the lines mean, and discussing any ideas they have related to the meaning. As I
break down each line, I go through the process of script analysis, demonstrating how to search
for the meanings of particular words, then applying those definitions to our shared understanding
of the meaning. Finally, students are rewarded for their work and attention with a video of a
professional actor performing the monologue they just analyzed so they can see the result of
good script analysis. The student feedback for this lesson was very positive, with students
commenting that the speech was much easier to understand once everything was put together.
The lecture and group analysis were effective at preparing them for the video, which
demonstrated the meaning the class just came to understand about Marc Antony’s speech, and
solidified their understanding of the learning target. Despite this lesson’s success, I could have
included more group-based work to ensure it helped students build group leadership skills.

Moving into Analysis
This process was an illuminating and humbling process of self-analysis. I got to see my
strengths and weaknesses alongside one another, and the results of my planning and my
instruction. I tested my ideas and adjusted my practices as I went.
In the next section, I will reflect on the results of this section, and discuss my plans for
the future as I develop my philosophy, gain pedagogical tools, and cultivate better selfawareness.
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Chapter Five
CONCLUSION

Overview
My purpose in this action research project was to understand how my pedagogical
practices aligned with the research I found related to the three questions: What instruction
strategies can I use to help diverse students develop their skills in regard to multimodal literacy?
To what degree is my instruction culturally responsive and encouraging of positive relationship
building? What instructional strategies related to English Language Arts and Drama best enable
students to build group leadership skills? I have examined the data I have produced over this
time as a student teacher in Scio Middle and High schools, and here I provide my conclusions
and thoughts on how I can improve my planning and instruction.

Results

Question #1
My evidence shows that I am dedicated to providing students with literacy instruction
that uses multimodal texts. The commitment to multimodal literacy instruction is present. My
incorporation of language, visual and emotional literacies is evident and prevalent. However,
judging by my evidence, digital literacy instruction was severely lacking from my lesson
planning. In some ways this makes sense since digital literacy is not a natural part of Drama or
ELA content. However, there are many ways I could incorporate digital instruction in both of
these content areas. Going forward in my career, I am setting a goal to find concrete and
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engaging ways to incorporate digital literacy instruction in my planning periodically so students
benefit from this increasingly important field of literacy.

Question #2
The evidence I provide clearly shows that I seek to know my students on a personal and
cultural level. My anticipation guides to literature and my formative assessments commonly ask
students to relate what they are learning to their own lives in some way. Through this device, I
can understand my students as individuals, and get a sense of what their cultural background is.
Since the district I worked in is overwhelmingly white and monocultural, I tried to focus on
adopting an antiracist outlook and emulating that in my planning and instruction. To a large
extent, I shared a cultural identity and had similar background to most of my students, so I
intended to show them that an antiracist white identity is possible.
I would have liked to see more culturally responsive pedagogy in my lesson plans for this
project. Going forward, I plan to make this a priority. In analyzing my lesson plans, I noticed
there are few examples of instruction that I can truly define as culturally responsive. Early in
writing for this project, I mention the importance of student choice to cultural responsiveness,
and state that I want to prioritize it in their learning. However, there are few examples of student
choice that my lesson plans can provide evidence of. Incorporating student directed learning,
including providing students with choices as to the types of summative assessment projects they
complete, will be part of my planning as I begin my professional career as a teacher.
My plan for the future must include further development of my culturally relevant
practices, including a continual habit of self-analysis to identify and mitigate my own ignorant
biases, as well as build my multicultural competence. These practices, when done regularly and
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honestly, can improve relationships, and keep me honest with myself about my role as a positive
presence in students’ lives.

Question #3
After analyzing videos and reflections on my discussion management habits, I realize that
while I acknowledge the shortcomings of the IRE (Initiate, Response, Evaluate) model of
discussion, I still have habits that reflect that model. In most of my interactions with students, I
do not ask students to respond to other students. I do not often ask for the class to give a
nonverbal sign of agreement or disagreement when students express their opinions. It is usually
me responding to students directly. I do try to rephrase their question and sometimes ask them
follow-up questions. I do validate their opinions and avoid judging them as right or wrong.
Often, I have a habit of expanding on the students’ ideas, rather than let the class work their way
towards the point I am making on their own. As I go forward, I will adjust these habits, and
allow students more time and opportunity to add their own ideas before I make my comments.
A strategy I did not find much evidence of was explicit vocabulary instruction. I wanted
to approach vocabulary from a different perspective, and embed it in my units so that students
learned words organically as part of the process. Going forward, developing my own practice in
terms of vocabulary instruction will be a priority. I still intend to use nontraditional vocabulary
instruction whenever possible. The challenge in this is making assessments that fit a
nontraditional model, but still provide me with evidence that students are learning the meanings
of new words.
Facilitating discussions is something that I rely on regularly as an instruction method.
Commonly I use discussion questions at the beginning of class as a formative assessment, which
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guides my instruction throughout a unit of study. While my research emphasizes the importance
of discussion, and I believe I utilize discussion in a productive and meaningful way for my
students, I also want to ensure that I use a variety of discussion models that is wide enough, so I
am not relying on the same model nearly every day.
In analyzing my own videos and reading my own reflections, I realized how much I rely
on my skills and experience as an improvisational actor to drive the classroom discussions and
even lecture. While I think this skill in a general sense is a positive one for me to hone and
utilize, I do not want to get to a point in which I am substituting planning in favor of solely
acting in the moment. If my improvisation ever fails, or I run out of material to pull out of my
pocket, I will always have something to fall back on. I will need to incorporate lesson plans that
are at least partially scripted to avoid getting too complacent. If I implement thorough backwards
planning with clear, measurable objectives, I can succeed with that goal.

Future Goals and Career Development
When considering the conclusions I have made from the data I gathered, in addition to
my critical reflection upon my teaching practice, I have come up with a series of goals that I
aspire to achieve. As I greet the coming years as a professional teacher, I plan to continue the
development of culturally relevant pedagogy as I can apply it to my lesson planning. I plan to
incorporate digital literacy and critical media literacy in my instruction to a much greater degree
than my analysis revealed. This goal will require further study, and continued research into the
nature of multimodal literacy. As a teacher, I resolve not to get complacent and “phone it in,” so
to speak. I must continually look for ways to improve my understanding by continuing to read
the latest research and network with other educators. My improved understanding must translate
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into my lesson planning, year after year to improve my students’ literacy. Continual development
will be key to making my contribution to the future health of this nation.
Possibly my most important goal will be to create positive relationships with students,
their parents or guardians, and the community as a whole. I consider this to be an important
aspect of culturally responsive teaching. I cannot truly understand a student’s culture if I do not
know them as an individual person. Without a personal relationship, I would just be jumping to
conclusions about their culture based on my own generalized understandings of the world they
come from, leading to me making potentially harmful assumptions about my students. This goal
will require communication with parents, and building understandings and positive relationships
with students. Students need to know that I am a teacher in order to help them become adults,
and as such I am not their friend or peer, but a mentor and a guide. To be a good mentor and
guide, I will need to learn something about the environment in which they were raised to
understand their cultural background. A big part of this goal for me is to learn at least a little bit
about foreign languages that are present in the school I end up working in. I have been practicing
Spanish on a daily basis for several years and have gotten to an intermediate ability level. To
increase my multicultural competence. I plan to continue studying Spanish and use my
knowledge of the language as a way to connect to the culture of my Spanish-speaking students.
Beyond that one language, I hope to make time to study any other language that students speak
and learn at least a basic level. My willingness to learn everything I can about my students’
culture will earn their trust, and make them more receptive to the content I am trying to teach
them.
As I go forward in this career at the midpoint of my life, I am filled with the desire to
make a positive contribution to our society by positively influencing the minds of the coming
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generations. I know that a new understanding of literacy, development of group leadership and
building positive relationships through cultural barriers are all important to that goal. My job will
be to seek continual improvement in these things, be mindful of my limitations, and concern
myself with the quality of the next generation.
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